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Abstract 
The central focus of this study is to look at the legitimacy of using computer games 
for textual study in subject English and to understand the value that non-traditional 
forms of narrative text can have in enhancing student learning and enjoyment.  This 
thesis argues that when students are engaged in textual study that is pleasurable, 
learning outcomes can be enhanced. 
 
Narrative computer games are appropriately placed within the realm of popular 
cultural texts, therefore, this study is also located within a cultural studies field of 
inquiry.  A range of theoretical lenses which are appropriate to this field, such as 
critical theory, poststructuralism, reader response theories and narratology, are 
drawn upon in order to provide different perspectives on knowledge, relationships 
of power, and elements of story.  These multiple perspectives are combined to 
construct a methodological framework for my research that brings a richness to data 
analysis.  In locating my study within this multi-dimensional methodological 
framework, it is possible to achieve a layering and interpretation of the many 
different responses to the binaries of “work” versus “play” inherent in my title. 
 
The study focuses on a junior secondary English class at a school in South-east 
Queensland.  The students undertook a curriculum unit which used a critical 
literacy framework to study the narratives and cultural identifications inherent in a 
number of computer games.  The participants’ responses to “play” within the 
classroom forms one facet of the study; the depth of narrative experience enabled 
by computer games forms another facet; and the final facet examines the cultural 
responses to newer forms of literacies.  
 
The study concludes that using narrative computer games as a form of text for study 
in subject English allows for an examination of new forms of literacies that are 
student-friendly.  A hybridised form of communication and pedagogy is also 
suggested.  Narrative computer games allow for pleasure and play in the classroom, 
albeit in a less traditional way, and a hybridised communication can allow students 
and teachers access to a dialogue that values the learning experiences associated 
with this textual medium. 
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Chapter 1: Framing the Quest 
There may be some truth in that story, that tale, that discourse, but there’s no reliability in 
the telling of it.  It was told you forty years later by the ten-year-old who heard it, along 
with her great-aunt, by the campfire, on a dark and starry night in California; and though it 
is, I believe, a Plains Indian story, she heard it told in English by an anthropologist of 
German antecedents.  But by remembering it he made the story his; and insofar as I have 
remembered it, it is mine; and now, if you like, it’s yours.  In the tale, in the telling, we are 
all one blood.  Take the tale in your teeth, then, bite till the blood runs, hoping it’s not 
poison; and we will all come to the end together, and even the beginning: living as we do in 
the middle.  
(Le Guin, cited in Rosen, 1985. p. 29) 
 
 
This thesis represents the story of my quest to discover whether narrative computer 
games can be viewed as “valued” texts for study in subject English.  My title, 
Doing Serious Work Or Just Playing?: Computer Games in Subject English, 
encapsulates the critical dialogue between myself and the stakeholders of this study, 
and between my research and the literature that I have read in interpreting this 
study.  The title represents the oppositional beliefs about “work” and “play”, 
especially in education.  In the common view, students are either engaged in one or 
the other; the two cannot coexist.  As my “work” in researching awakened me to 
the imaginative quests that are often the subject of narrative computer games, I 
have used the quest genre in naming my chapters to invoke this metaphor.  
Therefore, as Le Guin invites, “take the tale in your teeth and we will all come to 
the end together.”  Thus, I invite you to “play” and to share in my journey. 
 
General Context of Research 
Establishing what literature is appropriate for study in subject English has sparked 
considerable debate in recent years.  Supporters of “good” literature, such as 
Donnelly (1998) and Birkerts (1994) argue that students who have been subjected  
to a diet of popular culture that includes soap operas, newsprint and computer 
games will be unable to read and write in a sustained way.  Others, such as Beavis  
(1998), Johnson-Eilola (1997a), Mackey (2001), and Smith and Curtin (1997) argue 
that students are already living in a world that is remarkably different to the world 
that teachers inhabited as children and that current curriculum needs to reflect this  
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difference.  This debate is taken up in detail in the Literature Review which 
follows.  I mention it here, as it is this debate that led to my interest in the use of 
computer literacies in the classroom, particularly computer games. 
 
There is research affirming the importance of engaging in curricula which seeks to 
understand the importance of computer literacies to the students of today (see 
Green, Reid & Bigum, 1996).  This research suggests that whenever there is an 
emergence of a new technology, concern over the impact is taken up in the media, 
with suggestions that problems will arise.  For example, Green et al. cite the 
following from The Age,  “computer video games failed to teach children and were 
mood altering and escapist” and from The Australian, “video games are the first 
example of a computer technology that is having a socialising effect on the next 
generation on a mass scale, and even a world-wide basis” (pp.1-3).  More recent 
news articles link computer games with the problem of a lack of strong role models 
in schools, suggesting that boys in particular, play computer games where they can 
be heroes because they lack male heroes in real life (Bantick, 2000).  Clearly, 
computer games form a large part of an increasing number of children’s lives 
(Durrant & Green, 1998).  What is important for educators, and more  
particularly teachers of English, is the role that schools should play in engaging 
with computer games in the classroom. 
 
Educational policy makers and teachers are increasingly required to accommodate 
new material and cultural conditions.  As argued by Luke and Luke (2001) this 
does not always “fit” comfortably with a Queensland English teaching profession 
that they claim has an average age of 45.  They also argue that the core beliefs of 
modern education date back to the early 20th century and hence, many teachers are 
unwilling to embrace new material or literacies other than print.  They pose a strong 
argument for reclaiming responsibility for educating today’s children and youth 
with, for example, “hybridised forms of communication and, logically, pedagogy” 
rather than alienating them further from the classroom (p. 13).  If we accept their  
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argument, this means accepting that new cultural materials and conditions have a 
place in the classroom and thus curriculum needs to be accommodating of them.   
 
While there is evidence that this is occurring in some classrooms (Morgan, 1998; 
Lankshear & Knobel, 1998; Beavis, 2001), Snyder (1997) says there is often a 
sense of curriculum “out-of-control” or haphazard pedagogy as teachers strive to 
adapt to what a postmodern curriculum might look like (although I acknowledge 
that my own personal experience and observation of practice in schools suggests 
that new literacies are becoming more accepted in 2003).   
 
The emergence of computer narratives in the form of interactive games and 
hypertexts also has implications for the study of narrative, as is discussed in detail  
in the Literature Review.   Yellowlees Douglas and Hargadon (2000) claim that 
there is a lack of research about the pleasures that readers find in these new  
narratives and therefore writers and designers are working in largely “uncharted 
territory” (p.153).  They also claim that few critics or theorists have attempted to 
define what it means to find pleasure in reading, a claim that is supported by  
Grumet (1999).  Grumet suggests that this is because there is a fear that scholarly 
attention will spoil the process.  Thus, if the pleasures that students find in reading 
are hard to define, how can we determine what texts should be incorporated into a 
curriculum to encourage engagement?  What kinds of pleasures are encouraged by 
which kinds of texts?  Are all kinds of textually-derived pleasure legitimate?  Are 
all kinds of textually-derived pleasure to be studied/encouraged in classrooms?  
These questions and challenges are part of the general context in which my study is 
situated.  
 
Specific Context of Research 
More specifically, my study focuses on a junior secondary English class for, as I 
argue in my Literature Review, there is support in current Queensland syllabus 
documents for incorporating computer games within subject English.  This junior  
4                                                                       Chapter 1:  Framing the Quest 
                                                                                                                                                          
                                                                              
 
secondary English class is located in a coeducational school in the Brisbane West 
region.  The school is a private school with some 1600 students, approximately 140 
of whom are in year 10, the year level under study.  To protect the anonymity of the 
participants, the school’s name and those of the participants will not be used. 
 
The study involved one English teacher implementing a curriculum unit designed 
by the researcher that provided a means of gathering data specific to the research 
objectives.  The teacher implementing the unit had scope to interpret the content of  
the unit, thus creating ownership.  This allowed time in my role as researcher to 
observe and record what was happening during the implementation of the unit.  
This relinquishing of ownership by me was necessary in order to encourage the  
unit/research to be taken up by other teachers.  The initial phase of the study was 
collaborative in that the teacher was included in the curriculum unit design stage 
and had opportunities for discussing the implementation.  This collaboration 
process also occurred with the Head of English at the school, a process which has 
resulted in an ongoing professional dialogue and a sharing of the findings from this 
study. 
 
Scope of Research 
The scope of this research, then, is to explore the nature of narrative in computer 
games and to investigate how the notion of computer games as a text for study is 
viewed by key stakeholders: school administration, teachers, parents and students.  
More specifically, my study is interested in the question of what a curriculum might 
look like that allows for the pleasures that are associated with the playing of the 
narrative in these computer games.  Some teachers, in various schools in Australia, 
are incorporating computer narratives into the classroom, but these tend to focus on 
hypertext narratives of a “literary” nature or to be part of an integrated unit across 
subjects, and predominantly primary-school focused.  For example, Downes,  
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McKavnagh, O’Brien, Sherwood, Swindell and Williams (1989) developed a unit 
that focused on adventure games and simulations.  However, this unit was aimed at 
primary school and incorporated themes that related to multiple subject areas.  The 
aspect of pleasure was largely ignored.  By contrast, my unit explores the kinds of 
pleasures inherent in narrative computer games and how these contribute to the 
pleasures associated with “performing” the narrative.  Thus, my study is subject 
English oriented in a secondary setting, which leads to the central research aim. 
 
Central Research Aim 
The central research aim, and subsequent study, is:   
To investigate the introduction of the study of computer games into the  
junior secondary English curriculum at one school.  
 
Contribution and Relevance of Key Objectives to Central Research Aim 
Thus, the central research aim is investigative in nature as it seeks to explore what 
happens in a site-specific study.  The key objectives are identified as contributing to 
this exploration; however, they also seek to provide data that will lead to further 
curriculum development within and beyond the study school site.  The key 
objectives and their relevance are summarised in the following discussion.    
 
Objective 1 
 To analyse the responses of English teachers and stakeholders to the 
introduction of computer narratives into the classroom. 
 
Clearly, in investigating a site, the researcher needs to map the responses of key 
stakeholders to the introduction of something new into the curriculum.  This takes 
the form of comprehensive interviews with members of all groups who have a stake 
in this research. 
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Objectives 2 and 3 
In doing so, to analyse the pedagogical work of the curriculum unit as 
social practice.  
 
To analyse students’ understandings of pleasures derived from the narrative 
elements of computer games before, during and after participating in a 
critical literacy unit. 
 
These objectives relate specifically to what occurs within the classroom.  Thus, 
what students say and produce in terms of written work can be analysed and 
reported on to elaborate further on the investigative nature of the central research 
aim. 
 
Objective 4 
To develop principles for a curriculum design which allows for the 
pleasures that students’ experience when interacting with computer 
narratives. 
This final objective grounds the significance of this study.  It provides for an 
opportunity to develop a curriculum design which acknowledges the pleasures of  
interacting with computer narratives rather than condemning them as irrelevant 
popular culture (as do Donnelly, 1998, and Birkerts, 1994). 
 
Significance of Research 
According to Green et al. (1996) and Kress (1997), curriculum design that allows 
for the pleasure that students experience when interacting with computer narratives 
is timely.  These writers argue that new generations are claiming the future as their 
own, therefore, curriculum designers need to ensure that curriculum is a design for 
the future rather than a “rehash” of 20th century pedagogy.  Thus, my study seeks to 
inform future curriculum design by investigating how current students understand  
and apply the workings of narrative in computer games and how teachers come to 
see the relevance of incorporating computer narratives in the classroom.  Green et  
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al. (1996) would argue that this has significance not just for secondary students now  
but for the secondary students of tomorrow, those currently entering primary 
school. 
 
Therefore, I am arguing that my study is significant because it seeks to investigate 
an area that researchers traditionally avoid – the nature of pleasure as it pertains to 
reading, albeit reading of the computer narrative – and because it adds to the 
knowledge that informs future curriculum design.  From personal experience in 
schools and through reading of the literature, I thoughtfully suggest that most 
teachers do not have a language for talking about the unique characteristics of 
computer narratives, nor do they necessarily understand the kinds of pleasures that 
are generated by the performance of this type of narrative.  My study attempts to fill  
this gap by discussing immersion, rapture and agency as elements of the engaging 
nature of narrative computer games.  An analytical framework that I developed 
specifically to analyse narrative computer games facilitates this discussion.   
Furthermore, this study will provide an opportunity to add to a necessary body of 
knowledge that legitimates curriculum that is also student-driven rather than merely 
appropriate according to adult beliefs.  After all, this constitutes professional 
critical reflection and is indicative of the purpose of the Doctor of Education. 
 
Background to Study 
No story is complete without an understanding of the motivating factors that 
sparked the initial journey.  I have a background in teaching and guidance 
counselling that spans 24 years, and a professed love of subject English and 
reading.  I am also a parent of two boys who are avid players of computer games.  
At the commencement of this study, I was grappling with the changes that were 
occurring in senior secondary English as a result of the introduction of the Trial-
Pilot Syllabus for Senior English in Queensland, November 1999.  This has since 
been developed to become the endorsed version, The Syllabus in English (2002).  
The new syllabus incorporates theories and metalanguage that are new to many  
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teachers and require professional development.  Terms that I grappled with as a 
result of these changes included reader-response, critical literacy, 
poststructuralism and cultural studies.   These terms were used and understood 
differently by many people.  As a result, I decided that my learning journey would 
attempt to make these theories accessible to both teachers and students, through the 
medium of a student-friendly text – narrative computer games.   
 
Theoretical Location of Study 
Narrative computer games are appropriately placed within the realm of popular 
cultural texts.  Therefore, it seems logical to locate my study within cultural studies.  
As cultural studies is a field of inquiry, rather than a methodology, I incorporate a 
methodological approach which draws on aspects of critical theory in terms of 
critical literacy and poststructuralism as I am seeking to break down the binaries 
present in my data (for example, “work” versus “play”).  I also draw on reader-
response theories and aspects of narratology in order to document and analyse the 
“stories” that are embedded within the narrative computer games and within the 
data.  In locating my study within these methodological frameworks, I am seeking 
links with the new syllabus in order to make my journey relevant to my profession. 
 
Chapter Overview 
This chapter, entitled Framing the Quest, sets out the parameters for my research 
journey and provides a brief overview of the context in which the study is set.  In 
Chapter 2, The Initial Journey, I document my review of the literature that is 
relevant to this study and define terminology that is used in this thesis.  My  initial 
theoretical journey examines, among other topics, traditional narrative theories, 
theories of newer literacies and the current situation for subject English in 
Australian classrooms.  I also theorise a narratological analytical tool that I have 
developed for use with computer games.   
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Chapter 3 is titled Forming Strategies to indicate a link between the strategies 
applied in computer games and the strategies needed for my research journey.  
Thus, this chapter theorises the methodology that underpins this study, placing my 
research within the cultural studies field of inquiry.  I argue that as I am studying a 
site of contemporary culture, a subject English classroom, this is appropriate.  This 
chapter also provides a detailed framework for data gathering and analysis, my 
research design, and describes the implementation of this research design.  
 
Chapters 4 and 5 document the apex of my quest.  It is in these chapters that I 
critically engage with the substantive content of my data.  Chapter 4, From 
Baldur’s Gate to Alexia’s Quest, signals my first analysis chapter.  This chapter 
utilises the narratological analytical tool (discussed at Chapter 2) to make a detailed 
analysis of one commercial narrative computer game, Baldur’s Gate (1998), and 
one student game concept, Alexia’s Quest.  Thus, Chapter 4 represents my 
“reading-responses” to Baldur’s Gate (1998) and Alexia’s Quest, and provides an 
insight into the student work produced as a result of the curriculum unit at the 
centre of this study.  Chapter 5 is the second analysis chapter and is given the title, 
The Quest Continues, in order to allude to the notion that I am seeking answers to 
my research objectives.  This chapter documents the analysis of the data –
stakeholder and participant interviews, observations and reflective journals – that 
were gathered during this study, in accordance with the methodology outlined in 
Chapter 3.   
 
The final chapter, New Pathways, suggests implications for future practice and 
curriculum design and represents a reflective pause as I look back on my research 
journey and consider future directions, other quests to follow.  The quests are 
concerned with: the valuing of narrative computer games; the dialogue that is 
necessary to accommodate inclusion of these games in the classroom; the need for 
teachers’ stories about inclusion of narrative computer games; the emergence of a 
fluent kind of player; and finally, my quest to encourage a new way of valuing the  
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engagement that narrative computer games encourage.  However, if I return to the 
epigraph at the beginning of this chapter, Chapter 6 represents “the beginning, 
living as we do in the middle”, because educational research is already moving on.  
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Chapter 2: The Initial Journey 
 
My purpose in reviewing current literature is to survey the body of knowledge that 
evaluates the study of interactive computer-based narratives in schools.   Anecdotal 
evidence suggests that secondary English teachers may have mixed feelings about 
the inclusion of interactive computer-based narratives in the curriculum.  Indeed, 
Durrant (1995) suggests that teachers are at a point where “we must decide whether 
or not we will exploit the educational possibilities offered by the new technologies, 
or be marginalized by them” (p. 2).  Rather than privileging the anecdotal, I will 
endeavour to review the theory and research that currently exist in this area.  This 
review will highlight accounts of current classroom practice as well as focus on the 
definitions and aesthetics of interactive computer-based narratives.  The aim is to 
indicate whether there exists a need for further research in this area and what 
justification there is for interactive computer-based narratives in the English 
classroom.  
 
Scope of Review 
This review will firstly define what I mean by the term narrative, in particular, 
interactive computer-based narrative.  I will then discuss reader-response, 
poststructuralist and cultural studies theories of text and reading, drawing out their 
implications for interactive computer-based narratives as these approaches underpin 
this study.  The development of narratives in electronic media will be examined as 
part of mapping the literature as will the subjectivities constructed in and by 
different narratives, the concept of “pleasure” as it relates to interaction with 
narrative, and the role that the indications of gender play in shaping response to  
narrative.  This mapping process will also examine what the policy and curriculum 
documents, as well as current research reports, say about interactive computer-
based narratives with respect to classroom use.   
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A key area which will be highlighted is the ideological underpinning of discourses 
operating in subject English, in particular, the discursive valuing of different kinds 
of literacy.  Discourses embedded in cultural studies and critical literacy approaches 
to popular texts will be focused on for their educational relevance to interactive 
computer-based narratives. The role that educational and media institutions play in 
perpetuating or challenging these discourses will also be discussed.  Recent 
classroom innovations in the field of subject English practices will then be 
reviewed.  This will highlight the extent of current interest in and writing about 
practices of English.  Finally, a model for the analysis of narrative computer games 
will be discussed. 
 
Defining Key Terminology 
Terminology used in this literature review includes ideology, gaps and silences, 
discourse, pleasure and narrative.  Ideologies are the values, ideas, beliefs and 
viewpoints that constitute a world view.  In the draft Senior Syllabus in English 
Extension (Literature), June 2003 ideology refers to “ways of thinking, feeling, 
believing and valuing that exist in a culture and that are transmitted through the 
numerous institutions of the culture and understood as knowledge” (p. 55).   Gee 
(1991) suggests that an ideology is the “force” that shapes a discourse.  Ideologies 
are therefore, the attitudes, values, ideas and beliefs that are inherent in  
discourses.  They inform discourses, which are developed within institutions, both 
primary and secondary1, through their practices.  These practices are also affected 
by practitioners’ subjectivities and vice versa.  These terms overlap and work 
together (see Lankshear, 1994).   
 
The term gaps and silences is closely linked with ideology.  The Trial-pilot Senior 
Syllabus in English Extension (Literature), May 20002, defines gaps and silences as 
“the places or ‘spaces’ in the text that readers are required to fill by drawing on  
                                                
1 Gee (1991) refers to the home as the primary institution of our learning and others as secondary 
institutions.  This is further developed in later sections. 
2  In later drafts this definition has been subsumed within the text of the document at various points. 
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their assumptions of the world…textual gaps enable readers to avoid questioning 
certain cultural values” (p. 55).  This definition draws on the work of Iser (1978) 
who suggested that the way people understand the world (their ideological 
influences) affects the way they read.  In other words, a reader is influenced by 
their cultural understandings in making meaning in text.  Iser further suggested that 
the reader “closed” or “ignored” gaps and silences because of his/her cultural bias.   
 
The term “Discourse3” refers to the cultural and social practices through which 
individuals and groups use language to establish their group membership and to 
become aware that they are playing socially meaningful roles (Gee, 1990).  If we 
return to the notion that discourse and ideology overlap and work together, then 
discourse can be seen as the discourse: (i) of a group (for example, a teacher); (ii) 
about a subject; and (iii) in accordance with ideologies.  
 
Pleasure, for the purposes of this review, is used in the sense that Misson (1998b) 
uses it.  Pleasure is the “involvement” or “engagement with the aesthetic to produce 
intensity of experience” (p. 13).  Such pleasure can be understood as the ways in 
which “the text gives a powerful experience that makes you more alive, involves 
you, including physically” (Misson, 1998b, p. 17).  Misson is referring to the notion 
of enjoyment that people experience when enthralled with text.  Moss (1989) 
suggests that “great power is attributed to pleasure, a power greater than force” that 
some critics (especially those who disparage popular culture) suggest works to 
“control and subdue” (p. 42).  In other words, according to conservative critics it is 
acceptable to find pleasure in texts which promote “worthy” ideas but texts which 
encourage the reader to “succumb mindlessly” may be seen as inappropriate by 
those with a stake in education.  Thus, the notion of pleasure is important to the 
debate which surrounds what should (and should not) be studied in classrooms (see 
Comber, 2001).  
                                                
3 Gee (1990) defines “Discourse” (with a capital “D”) as saying-doing-being-valuing-believing 
combinations and “discourse” (with a small “d”) as connected stretches of language.  I am using the 
term “discourse” as a meshing of the two as this is the meaning that is implied by the Syllabus in 
English (2002).   
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A narrative is a spoken, written, visual or enacted account of a series of events 
regardless of the genre within which it occurs.  Thus any story, record or recital 
involves a narrative if it makes sense of a series of events, real or imaginary, by 
attributing causal connections to these events (Griffith, 1987; Onega & Landa, 
1996; Ryan, 2001).  Traditional printed narratives have always called for the reader 
to participate in the creation of the content (in other words to apply their knowledge 
of events, their beliefs and values et cetera, in order to make sense of the content); 
however, the reader has been “more or less a witness to the temporal, causal 
unfolding of the story” (Klastrup, 1997, p. 1).  The word interactive is defined as  
“procedural and participatory4” (Murray, 1997, p. 71).  Thus, to be interactive is to 
be reciprocally active, allowing a two-way flow of information (that is, from the 
reader to the computer, from the computer to the reader).  Therefore, interactive 
computer-based narratives include any digital text which allows a two-way flow of 
information that produces a representation of an event (or series of events).  The 
two-way flow occurs as a result of choices made at decision points located in the 
text.  As Joyce (1995) argues, “true interaction implies that the user corresponds to 
[or with] the system at least as often as the system corresponds to the user” (p. 135).  
Through this interaction there will be some change in the user or the system as a 
result of the responsive actions taken by either one. 
 
Traditionally, narratives have been linear, in terms of chronological order, in that it 
was a presumed expectation of both the reader and the genre that the order of the 
“telling” of the events would be from beginning to end.  The author assumes that 
the average reader will complete the narrative in the order in which the narrative is 
written (see Brent, 2000).  This is not necessarily the order of the events in the 
story.  Novels, short stories and narrative poetry are generally designed to be read 
in the order designated by the writer.  Hence, print narratives are usually described  
                                                
4 Murray (1997) uses the term procedural with reference to the type of writing and programming for 
computer-based narratives that follows a formula that is easily grasped, yet remains flexible in terms 
of the range of behaviours that can be created.  She uses the term participatory to describe the 
ability that users have to move around a narrative world and to shift perspectives at their own 
initiative. 
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as linear narratives.  To understand this further, it is useful to define the concepts 
which are constitutive of narrative suggested by Bal (1997), following other 
narratologists: fabula, story and text.  The fabula is the action-scheme.  The story, 
or plot, presents the fabula from a specific point of view and within a chronological  
scheme.  The text is a linguistic construct, for example a film, a novel or a 
computer game.  Thus, the author shapes a story that is “a fabula as it is presented 
in a text” (Onega & Landa, 1996, p. 8).  The author uses signifying codes, for 
example language and cultural conventions beyond language, to shape a reader 
position.  The reader recognises and interprets these codes in order to share and 
accept the author’s meaning5.  Some modern narratives, particularly for the young 
reader, may allow the reader more choice in the narrative pathway:  Choose Your 
Own Adventure books are designed to allow the reader to read the story in a number 
of ways depending on the decisions made by the reader.  The post-modern fictions 
described by Yellowlees Douglas (2000), such as hypertext stories and interactive 
computer narratives, are also designed to provide multiple reading paths (and 
reading pleasures).  She describes these fictions as both “a story and an experience 
that unfolds in time – not the fixed and immutable narrative a writer might create in 
print, but a series of potential interactions that span both time and space” (pp. 133-
134).  Therefore, the term “linear” as it refers to the body of narratives that includes 
computer games, may be somewhat incomplete/inaccurate and the term “static” 
more applicable (see also Juul, 2001, for a discussion of time in computer games).   
 
Certain computer games and hypertext (especially adventure games and literary 
hypertexts), are best described as “ergodic6” or “dynamic” narratives (see Aarseth,  
 
 
                                                
5 I acknowledge that this is a structuralist view of meaning residing in the text.  Narratologists like 
Bal (1997) have moved beyond this original emphasis to allow for the reader’s negotiations of 
meaning. 
6 Aarseth (1997) focuses attention on the difference between the ergodic nature of certain computer 
texts and traditional texts.  In traditional texts the reader is powerless to change the unfolding of a 
narrative; a situation that Aarseth describes as the “safety of a voyeur” (p. 4).  In certain computer 
texts, the “player” is not safe.  In trying to create a personal narrative from the many possibilities, a 
struggle for “interpretive insight and narrative control” is created (Aarseth, 1997). 
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1997).  The reader can manipulate the unfolding of selections of the text.  There is 
more room for the reader to make choices about the narrative pathway.  In theory, 
readers can almost become “co-writers" through the interactive nature of digital 
narratives such as hypermedia and hypertext (discussed in detail later in this 
review), through pathway choices and through their responses to the narrative as it 
unfolds.  Advocates of hypertext believe it will allow the reader to rewrite the text 
(that is, through reordering); thereby, s/he becomes the “co-author” or quasi-author 
(Landow, 1997, Bolter, 1991).  This utopian view is much challenged of late as the 
reader is still limited to the pathways pre-established by the author. 
 
Theoretically, digital narratives can efface the borders between the original 
“author”7 and the narratives themselves (see Klastrup, 1997).  In other words, taken 
to idealistic limits each time a reader charts a new pathway the text expands almost 
“infinitely” and changes and therefore the readers become co-authors in this sense.  
Thus, digital narratives are multi-linear, or nonlinear8, because they can be “read” 
in a number of ways.  This multi-linearity allows the reader to have more choice in  
actively assembling the text, in so far as they have a choice in navigation.  Readers 
achieve different story dimensions because of the decisional orders resting with 
their response.   
 
Literary Theories 
Some literary theories endeavour to explain text in social and cultural terms and in  
terms of those who are engaged in acts of narration - the author and the reader.  For 
instance, reader-response theories assume that the meaning in text is never self-
formulated, but must be derived by the reader (Selden, Widdowson & Brooker, 
1997). The term “poststructuralist” encompasses a number of theoretical positions 
including deconstructive criticism and the analysis of discourse and power as 
related, but unstable, because there are multiple meanings.  As a result,  
                                                
7 Barthes (1977) suggests that the removal of the Author transforms the modern text and allows the 
birth of the reader. 
8 Aarseth (1997) defines nonlinear as “the ability to vary, to produce different courses” (pp. 41-42). 
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explanations about the world we live in are tied to our ideas of “truth”.  So too are 
we inclined to accept certain narratives or “ways” of telling about our world.  
Cultural studies pedagogy is premised on the belief that, in a postindustrialised 
world, there is a diversity of cultural narratives that has been largely ignored by a 
traditional English curriculum (Giroux, 1996).   These theories have in recent times 
been taken up in English classrooms in Australia and have become some of the 
discourses about and in subject English (Beavis, 2001).  Reader-response, 
poststructuralism and cultural studies theories will be examined for their usefulness 
to my research.  Their function, that is, the ways they work as discourses in English 
curricula and classrooms, will be taken up later in this literature review.   
 
Reader-Response Theories 
Reader-response theories have been developed from quite diverse traditions of  
thought which have different terms and positions9.  However, they all agree that, in  
talking about the meaning in text, we must acknowledge the reader’s contribution 
to that meaning.  Summing up this idea, Misson (1994a) argues that reader-
response theorists collectively acknowledge that the “focus is on the reader as the 
space in which the text realises itself, in which the text comes into its fullness of 
being…the text is nothing without the reader” (p. 20).  Each reader will also bring 
their own ideologies (values, beliefs and ways of acting) to the process of reading 
and therefore different interpretations of the same text will arise.  
 
Coupled with this notion of personal and socially situated constructs is the belief 
that the author’s intended meaning cannot absolutely determine the eventual  
                                                
9 Proponents of reader-response theories include the following writers: Jauss and Iser, Riffaterre, 
Eco, Fish, Bleich and Barthes.  According to Selden et al. (1997), Jauss and Iser described reading in 
terms of the reader’s consciousness; Riffaterre held that the reader already has a specific literary 
competence; Eco distinguished between the semantic or implied response and the critical or purpose 
driven response; Fish believed that readers may construct a sequence of words as a literary text, 
given a particular context, regardless of the “literary” quality of the sentence; Bleich held that the 
reader’s subjective psychology enabled the process of reading; and Barthes believed that the reader 
has the power to “open” the text  in order to create new meanings.  Barthes rejects the traditional 
view that the author is the only authority for the interpretation of a text.  The reader is free to 
interpret the text in an individual way and to find pleasure in doing so.  This list is not exhaustive, 
and is provided to demonstrate the diversity of these theories. 
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meanings.  Barthes (1977) described this process as “the birth of the reader…at the 
cost of the death of the Author” (p. 148).  This idea is important to the study of 
interactive computer-based narrative.  As I have already noted, the “promise” of 
hypertext is that the reader may “replace” the author, perhaps a mirroring of 
Barthes’ premise. 
 
Reader-response theories and “the writing process” developed alongside each other 
within a similar shift towards a child-centred pedagogy in the 1970s/80s (see  
Graves, 1983).  This shift has had a profound effect on the way writing was taught.  
According to Beach (1993), students are taught to produce texts which are seen as a  
social exchange within the classroom.  They aim to both communicate with and 
influence others from a given context.  While the teaching of the writing process 
has benefited from reader-response theories, Beach believes that many teachers still 
adopt a teacher-led style when engaging in the study of literature, though one which 
is not necessarily completely incompatible with reader-response theories.  (I 
acknowledge that Beach was writing in the early 1990s and in an American context 
– this is rather different from Australia today.) 
 
These criticisms are an indication of the “minefield” that accompanies textual 
theory, especially when applied to subject English.  It also hints at the reluctance of 
some teachers to change their teaching ideologies, discourses and practices 
(Comber, 1999a).  Morgan (1997) suggests that while teachers may be prepared to 
adopt new pedagogies there is a “tension” between the “older discourse-practice” 
and the newer pedagogy that should not be seen as a “problem” but rather as 
“problematic” (p. 96).  In other words, this tension should provide an opportunity 
for discussion about pedagogy among teachers. 
 
In summary, reader-response theories have always viewed the reader as an active, 
involved participant in creating meaning of the textual material (see Barthes, 1975; 
Eco, 1978; Iser, 1989; Beach, 1993; see also Selden et al., 1997).  This focus on the  
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“active” nature of the reader may therefore prove useful for reviewing digital 
narrative.  
 
Poststructuralism 
Poststructuralism first developed from the work of theorists such as Derrida, Lacan,  
Kristeva, Althusser, and Foucault10, and has been expanded upon by more recent  
theorists according to their own positions (for example, feminists, postcolonial and 
gay and lesbian theorists).  According to Weedon (1987), the common thread in 
poststructuralist theories is the premise that  “language is the place where actual 
and possible forms of social organisation and their likely social and political 
consequences are defined and contested…where our sense of ourselves, our 
subjectivity, is constructed” (p. 21).  Therefore, subjectivity is socially produced.  
An instance of this can be seen in the way that students engage with literature.   
Different generations, social groups, genders and cultures will approach literature 
from different positions according to their constructions of “subjectivity”.  Of 
course, discourses that constitute what “literature” is will also change.  
 
How we give meaning to the structures within which we live depends on the power 
of existing discourses, our access to them, and their political and persuasive  
                                                
10 Derrida differentiated between speech and writing arguing that traditionally speech had full 
presence and that writing was a species of speech.  He used the process of “deconstruction” to 
reverse this hierarchy in order to show that speech could be analysed as a species of writing.  Thus 
Derrida showed that both speech and writing share certain writerly purposes: both signify something 
and both lack presence.  Lacan theorised that people enter a pre-existing system of signifiers which 
take on meaning within a language system.  This enables us to see subject positions within relational 
systems.  His theories were based on psychoanalytical principles.  Kristeva’s theory was based upon 
psychoanalysis.  She argued that people were from birth a “space” across which physical and 
psychological impulses flow continually.  These impulses are regulated by society’s constraints.  
Althusser (a structuralist) argued that all people are “subjects” of an ideology which “hails” us to 
take a particular place and subject position in society.  This is achieved through the discourses of 
state institutions (that is, religious, education and legal institutions). Althusser is mentioned here 
because he flagged the importance of language in his “interpellation”.  Foucault  was interested in 
the historical dimension of discourse.  He argued that what it is possible to say will change from era 
to era according to the social constraints of each society.  He also argued that discursive practices 
which were considered “abnormal” were successfully silenced by rules and procedures within a 
society.  Thus discourses are involved in power.  They are never absolutely “true” or “false”, rather 
they are only more or less powerful than another (see Selden et al.,1997, for more detailed 
explanations).  
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strength.  If we accept this premise, then it makes sense to use this approach in 
examining the discourses which speak of the inclusion of interactive computer-
based narratives in the English curriculum.  
 
Cultural Studies 
“Cultural studies” in tertiary education began in Great Britain in the 1950s11.  It is  
essentially the study of “contemporary” culture (During, 1993, p. 1).  This culture is 
analysed sociologically, by describing institutions and functions as part of a larger 
system; economically, through the effects of investment and marketing on cultural 
production; and traditionally, through the study of literature and cultural images 
(During, 1993).   
 
Early cultural studies represented a move away from the restricted study of 
canonical literature to a study which incorporated texts which arose within local,  
communal contexts.  Cultural studies theorists also explored the political function  
of high culture.  In this way, “cultural studies offered critiques of culture’s 
hegemonic12 effects” (During, 1993, p.5).  These critiques involved semiotic 
analysis that analysed culture as discrete messages or discourses which were 
conveyed by institutions or the media.  Cultural studies theorists argued that  
                                                
11 During (1993) provides a detailed history of cultural studies.  Briefly, cultural studies as a field of 
study, began out of Leavisism which was an attempt to redisseminate what Bourdieu would later call 
“cultural capital”.  Leavisites argued for a restricted canon rather than “mass culture”.  Cultural 
studies analysts such as Hoggart and Williams were influenced by Leavisism.  Hoggart, who 
founded the Birmingham Centre for Contemporary Cultural Studies (CCCS), accepted that 
canonical texts were richer than “mass culture”; however, he argued for a celebration of traditional 
working class culture which was in danger of being erased.  Cultural studies shifted focus in the 
early 1970s.  Culture was analysed through the concept of hegemony (after Gramsci) - relations of 
domination which are not visible as such - and some theorists saw culture as a form of 
“governmentality”.  Cultural studies also relied heavily on forms of semiotic analysis through 
proponents such as Hall and Clifford, who argued that culture could be broken down into discrete 
messages which were distributed by particular institutions and media.  Thatcherism, which emerged 
in the late 1970s, saw a shift towards valuing culture produced by the market-orientated media.  
Under these conditions - and the civil rights movement and rise of feminism in the 19060s/70s - 
cultural studies became internationalised and focus shifted to analysis of racism, sexism and the 
culture industry.  In the 1980s, cultural studies began to focus on “cultural populism” through 
theorists such as Fiske. 
12 The term “hegemony” describes dominant relationships which are not visible as such (During, 
1993). 
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through these messages and discourses governments and hegemonic groups were 
able to foster a preferred ideology. 
 
Cultural studies changed in the late 1970s under the influence of Bourdieu, de 
Certeau and Foucault (see During, 1993).  It began to include such diverse fields as: 
indigenous theory, sociology of education, critical literacy13, postcolonial and 
gender theories.  According to Grossberg (in Peters & Lankshear, 1996), “cultural 
studies encompassed a set of approaches that attempted to understand and intervene 
in the relations of culture and power” (p. 30).  Importantly, “cultural studies” 
proponents suggested that traditional humanities disciplines could not account for 
the great diversity of social and cultural texts that exist.   
 
Cultural studies also began to incorporate the study of media culture in order to 
understand how power, privilege and social desire in media texts structure the lives  
of people in societies.  During (1993) describes this as the study of “commercial 
populism” (p. 17).  More recently, the study of cultural policy has emerged which  
examines the allocation of resources needed for cultural production and distribution 
and the importance of cultural labour and consumption.  During suggests that 
“cultural policy studies helps us to think about the frameworks and methods of 
articulating policy” to provide for the needs of a particular culture (p. 19).  
 
In summary, reader-response, poststructuralism and cultural theories are useful to 
my research as they have both informed and underpinned much of what is currently 
practised in subject English classrooms in Queensland.  Poststructuralism and some  
forms of reader-response theories suggest that readers’ subjectivities are socially 
produced.  A cultural studies approach suggests that these readers may be 
advantaged or disadvantaged depending on their “cultural” groups and therefore  
                                                
13 Critical literacy is concerned with the way in which “texts are implicated in making the world the 
way it is; in helping to keep the world the way it is; and in ‘coercing’ us to see the world in certain 
ways rather than others” ( Morgan, Gilbert, Lankshear, Werba & Williams, 1996, p. 9; see also 
Berlin, 1993).  Lankshear (1994) describes critical literacy as an approach which is concerned with 
understanding the dynamic nature of the relationship between: word and world; language and social 
practice; and language and the institution or group which uses that language. 
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cultural studies provides a space for examining the dominant and marginalised 
discourses that constitute these groups.  (Of course, cultural studies also examines 
how subgroups “use” popular texts in negotiating their own culture, that is, they’re 
not seen just as victims/outsiders of hegemonic discourses.)  These theories will be 
considered when reviewing interactive computer-based narratives, as computer 
narratives encourage reader positioning which can either magnify or further 
marginalise some “cultural” groups.  This idea will be expanded upon in later 
sections.  
 
Educational Considerations for Subject English 
There is debate amongst many sectors of the community about which narratives 
belong in subject English (see Donnelly, 1998; Beavis, 1998; Beavis, 2001; 
Comber, 1999a and Comber 1999b).  This debate is indicative of the range of  
ideologies, discourses and practices that produce versions of English education, 
particularly when innovative practice or the incorporation of new technology is 
involved. For example, The Syllabus in English (2002)14 is the latest draft of a 
document that has seen considerable changes as a result of debate amongst 
Queensland educators and stakeholders about “English” and “literacy” (see Wyatt-
Smith, 2000).  Curriculum documents (that is, syllabi) also provide an overview of 
the changing “face” of subject English and allow us to map these changes,  
particularly as they relate to the changes occurring in the inclusion of narrative 
forms and media into schools’ work programmes.  These changes suggest that the 
study of interactive-computer based narratives may or may not “fit” comfortably 
with the study of traditional narrative texts in secondary classrooms.  I will be 
subjecting this view to scrutiny in order to ascertain how the study of computer 
games is perceived. 
 
A Technologically Saturated Environment 
In Australian homes, computer ownership is on the rise.  Durrant and Green  
                                                
14 When I began my study, the Extended Trial-Pilot Senior Syllabus in English, November 1999 was 
the latest draft.  The Syllabus for English (2002) is the endorsed syllabus. 
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(1998) cite figures that suggest that 23 per cent of Australian households in 1997 
had Internet access and that the biggest users were the young.  Indeed, students are 
often more comfortable with computer media than teachers, and parents and 
teachers are under pressure to incorporate computers into education (see Johnson-
Eilola, 1997a; Rizvi & Lingard, 1997; Beavis, 1997).  The new technologies are 
presented as a means of levelling the playing field, or as an innovative tool for 
creativity (see Beavis, 1998).  Bigum and Green (1993) observe that “commercial  
interest is, of course, what principally drives the promotion of the new information 
technologies in education” (p.9).  They question whether technologising literacy is 
as progressive as computer companies would have us believe and warn that there is 
a cultural embrace of computers in education (particularly amongst those sections 
of the community who can afford computers) with little research to support the 
value of computers in this embrace (see also Selfe & Selfe, 1994).  Thus, 
technology may be increasing the divide between the “haves” and the “have nots”. 
 
Thus as Snyder (1997) documents, there are a number of discourses that arise when 
new technologies and literacy are linked.  The metaphor of a battlefield 
distinguishes those who see these technologies as a panacea for all that is wrong 
with literacy and those who “lament the alteration of the literary engagement” (p.  
129).  Nelson (1992), Balestri (1988), Lanham (1993) and Joyce (1995) are among 
those who hold that the new technologies may enable positive forms of social and 
cultural change. Rizvi and Lingard (1997) believe that: 
 
the new information technologies have the capacity to fundamentally 
transform all of our cultural practices, including those associated with 
schooling.  Such is the rate of change, the extent of the uses of new 
technologies and the condition of the critical mass already reached that an 
examination of issues surrounding these technologies is no longer an option 
for schools – it is a necessity. (p. xii) 
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Snyder (1997) cautions, however, that this examination must not overlook the 
human agency which controls technology, and that technology itself cannot cure 
social problems.  Nevertheless, she advocates the inclusion of new technologies 
which promote “independent and active learning, changes to teaching and 
curriculum practices, and challenges to our assumptions about literacy and literary 
education”  (p. 135. See also Alvermann & Hagood, 2000).  From my position as a 
classroom teacher, I suggest that teachers are becoming more willing to experiment 
with these new technologies, although this occurs largely as a result of the teacher’s 
interest.  
 
The inclusion of new information technologies in education is undoubtedly in part a 
result of clever marketing.  However, students are keen to engage with these new 
technologies and their “fit”, in terms of relevance to subject English, needs careful  
examination.  This is done in this literature review through mapping the many 
forms of narratives suggested for use in subject English curriculum documents.  
Discussion of this “fit” is also analysed in Chapter 5. 
 
The Range of Narratives 
Traditionally, teachers have used non-computer narratives as they are readily 
available and teachers have a familiarity with their development and structure.  
However, as well as the traditional forms of narrative, students are becoming 
increasingly comfortable with new technologies such as computer games and 
hypertext narratives.  Younger teachers, who have “grown up” with the 
development of these technologies, are also more likely to include them in the  
curriculum of the classroom (Snyder, 1997).  However, as Smith and Curtin (1997) 
point out, “the average teacher in Queensland … is over forty years of age and most 
are likely to face professional and personal dilemmas in dealing with the ‘alien’ 
children” who embrace this type of technology (p. 226).  What I am arguing here is 
that teachers are facing a climate of rapid change and that some are better equipped 
to deal with this change than others (see Beavis, 2001).  Mapping the range of  
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narratives currently available for classroom study illustrates the climate of change 
subject English teachers are currently negotiating.  My mapping process begins  
with traditional print narratives and mass media narratives.  I have grouped these 
together as I will be arguing that they lend themselves to a linear reading.  Digital 
narratives, the narratives that exist in various computer genres, lend themselves to 
either a linear or multi-linear reading.   
 
Print Narratives 
In his literacy web, Brent (2000) deals with the question of whether the narrative 
genre in print text is strictly linear (see earlier discussion on linearity).  While 
narratives may be organized in a linear fashion, he observes that the fabula may not 
follow a chronological sequence (see also Dillon, 1996).  Readers skip back and 
forth and often fail to finish narratives.  However, these genres usually suggest only 
one story15 (see Klastrup, 1997; Juul, 2001).  Therefore, in print literacy, there is a  
“single notion of reading, that of one’s sustained, close involvement with the 
text…as the projection of the author’s possible world” (Tuman, 1992, p. 75).  This 
is the reading practice that has developed for/with print narratives.  Also, in  
traditional print narratives, as distinct from postmodern narratives (such as 
Faulkner’s (1957) As I Lay Dying, which has a range of narrators as well as an 
experimental chronology), the author is constrained to reduce the “multi-
dimensionality” of experiences into the chronological demands of writing, that is 
the experience in time is chronological but it might be reordered for the telling.  
This compromise imposes two forms of linear order on print narratives: the order of 
events and the order of the narration.  Therefore, pre-digital narratives are generally 
linear in development while digital, hypertextual narratives occupy different levels  
(the narrative can incorporate a number of different storylines, timeframes and 
contexts), and are therefore multi-linear.      
 
                                                
15 I acknowledge that this is not true necessarily of postmodern experimental writing.  I am referring 
to conventional or realist novels. 
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Mass Media Narratives 
Media Studies refers to the study of print and visual texts produced by the mass 
media (such as newspapers, magazines, advertising, television or film) and to the 
popular culture that has embraced these media.  Mass media narratives, especially  
conventional, journalistic forms “are characterised by a canon of unity – a singular 
author exerting an authoritative voice, a fixed order of events, and a developed 
story line” (Huesca & Dervin 1999, p. 2).  Therefore, as with print narratives, mass 
media narratives still have a fixed order in time (that is, of presentation or 
narration).  The technological advances which enabled the development of these 
media were the precursors (not necessarily on a continuum) for the development of 
digital narratives (Bolter & Grusin, 1999).   
 
Secondary English curriculum developers have recognised the importance of 
studying mass media for some time.  Studies of television programmes, narrative 
film and radio are suggested from as early as Year One (see English in Years 1 to 
10.  Queensland syllabus materials, 1994, pp.28-29).  Examples of strategies for 
incorporating these texts into the classroom proliferate in journals such as English 
in Australia and Words’worth, (both journals provide articles that inform classroom 
practice for Australian and Queensland English teachers respectively).  Therefore,  
curriculum developers recognise that as mass media brings versions of the world 
into people’s homes it is important to examine these versions in the classroom16.      
 
Feature film and television narratives (as in current affairs programmes and 
documentaries) have long been held partly responsible for shaping our visions of 
ourselves (see Buckingham, Grahame & Sefton-Green, 1995).  They are grouped 
with other forms of popular culture in this respect.  “Filmic” or image-oriented  
 
 
                                                
16 “When the largest part of young people’s experiences of the world is a mediated one, it makes 
sense to educate students about how that mediation takes place; otherwise, they encounter only the 
mediated world presented to them” (Enhancing Student Literacy in Secondary Schools: An In-
Service Resource for English Language Arts 11 and 12, June, 1999, p.2). 
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narratives are linear17 in nature in that they have a storyline in which the order of 
presentation of events is determined by the author/script writer/director.  The order 
of events of the film is the same for all viewers and developed by the film-makers.  
However, as with the narratives previously discussed, viewers are positioned to 
interpret the story differently according to their own experiences, ideologies and 
cultural perspectives.  Audio-visual composition (sound combined with visual 
images and text) has precipitated the evolution of the digital narrative, but lacks the  
spatial organisation18 of hypertext and hypermedia (see Green, 1993; Bolter & 
Grusin, 1999). 
 
Online Environments 
In online environments, or cyberspace, readers and writers conduct a “dialogue” 
that occurs synchronously, or in the same timeframe.  I am using cyberspace in the  
sense that Smith and Curtin (1997) do, that is the world of virtual reality that online 
game players and chat room users occupy.  Thus, through networked computers, 
users can conduct dialogues with other users in distant locations (for example, 
MOOs and Internet Relay Chats) without needing to take into account geographical 
separation.  What this achieves is a sense of “immediacy” which was available in a 
different way in pre-digital mediums, such as letters (one previous form of two-way 
communication) although a sense of the interlocutor being immediately present was 
absent.  However, in cyberspace there are two senses of immediacy: simultaneity 
and immersion in the narrative through the medium (see Bolter & Grusin, 1999). 
Such desire for “immediacy”, the ability to forget the medium which is delivering 
the message, exists in non-digital narrative, paintings, photography and visual text.  
However, digital media can exploit this desire to some extent as users become so 
immersed in the contents of the medium that the contents become “real”, in a sense.  
Bolter and Grusin (1999) suggest that this “immediacy” allows digital technology 
in general, to “complete and overcome the history of media” by creating a  
                                                
17 Although, through the advent of the Video Cassette Recorder it is possible to review and fast-
forward in ways akin to flipping forwards or backwards in a book. 
18 Spatial organisation refers to the concept that hypertext and hypermedia have multiple 
possibilities in the arrangements of screens and links (Landow, 1997). 
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transparent medium (pp. 23-24).  But they also complement and complicate this 
with the notion of hypermediacy which is the “style of visual representation whose  
goal is to remind the viewer of the medium” (Bolter & Grusin, 1999, p. 272).  Thus, 
“hypermediacy” complicates transparency by making the player “hyper-conscious” 
of the act of seeing and performing and, at the same time, fascinated with the 
medium itself. 
  
The manipulability/adaptability of digital narrative makes for new forms of 
imaginative writing.  Bolter (1991) attributes this development to the multi-linearity  
of digital narrative.  He sees the promise of electronic media as offering a chance 
“to explore all the ways in which the reader can participate in the making of the 
text” (p. 144).  This represents a multiplicity of possibilities for co-authoring.  In 
“open” or “constructive” hypertexts (see earlier discussion of hypertext in 
‘Defining Key Terminology’) the reader has the opportunity to “touch” or alter the 
text (Joyce,1995).  They can add to the text, rewrite the text and even to a certain 
extent, collaborate with the writer.  Bolter (1991) suggests that “the reader’s 
intervention may come at any level” so the possibilities are numerous.  In 
Afternoon19, Michael Joyce envisaged a hypertext fiction that would change with 
successive readings, enabling the reader to take on some of the characteristics of the 
writer.  In other words, each reader creates their own version of the story through 
the pathway they follow and each time they read it they can create a new story, yet 
they are still working with the materials written for the hypertext fiction.      
  
Narratives exist in some aspects in newsgroups, email, chatrooms and MUDs20 and  
 
 
 
                                                
19 Afternoon is a hypertext fiction created by Michael Joyce.  He wrote Afternoon “out of a desire to 
create multiple stories out of relatively small amounts of alphanumeric text” (Landow, 1997, p.179). 
20 A MUD is a multiuser dungeon; a programming system through which computer users in different 
physical locations can communicate in the same networked, virtual space.  The background text of 
the MUD describes a world with rooms or other physical spaces.  Users become characters in this 
world and participate in the creation of a collective narrative (Bolter & Grusin, 1999, p. 273). 
Chapter 2:  The Initial Journey                                                                                29   
 
 
 
MOOs21.  These mediums connect users and enable them to pass textual messages  
via the Internet.  Email and newsgroups are used for “conversation style” messages  
among other things and are asynchronous in that the user does not have to be online 
at the same time.  MUDs and MOOs are more complex (Turkle, 1997).  In MUDs  
and MOOs, users can create rich narratives.  Bolter and Grusin (1999) believe these 
narratives provide “opportunities for (usually) young participants to conduct 
experiments in self-definition” (p. 258).  These narratives are interactive and while 
some classrooms have certainly engaged in the use of newsgroups, email and 
chatrooms, MUDs and MOOs have received little attention.  Dialogue in-real-time 
is synchronous and the users must be online at the same time which can make 
MUDs and MOOs problematical for classroom use (Knobel, Lankshear, Honan & 
Crawford, 1997).  For the purposes of this review, I will describe these dialogues as 
“building towards linear”, as the narrative is developed in a linear fashion by a 
number of authors/participants who are able to change the direction of the story 
(although the narrative may or may not be implicit in the dialogue and possibly 
rarely is). 
 
Thus far I have discussed narratives that teachers have either traditionally used or 
are increasingly willing to accommodate in subject English classrooms: print  
narratives, mass media narratives and the beginnings of some on-line narratives.  I 
now intend to focus on hypertext and hypermedia narratives as they are  
representative of the evolving narratives available to teachers of subject English 
currently.  
 
Hypertext - Alphabetic 
The term “hypertext” refers to a “network of textual elements and connections” 
(Bolter, 1991, p. 23).  “Hypertext-alphabetical” is used to denote that this form of  
 
                                                
21 A MOO is a MUD which is Object Oriented; an electronically linked space for writing in which a 
number of participants interact by composing a conversation in real-time.  Each player types in 
speech or descriptions which then appear on the other player’s screens for them to respond to 
(Morgan, 1997, p. 168).  It is also possible to create and manipulate spaces and objects. 
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writing uses alphabetic words, phrases and sentences.  Hypertext allows the writer 
to link, by more than one pathway, a series of associated passages or texts.  In print 
narratives, breaks between segments of text exist via prologues, chapter breaks and 
epilogues; however, these tend to emphasise the linear nature of the narrative.  By 
contrast, literary hypertext could be described as multi-linear; narratives are 
organised according to space as well as time.  Bolter (1991) summarises this 
argument as follows: 
 
The connections of a hypertext are organized into paths that make 
operational sense to author and reader.  Each topic may participate in 
several paths, and its significance will depend upon which paths the reader 
has travelled in order to arrive at the topic.  In print, only a few paths can be 
suggested and followed. (p.24) 
 
Therefore, hypertext has a sense of spatial organisation.  A reader can enter and 
leave the text at multiple points and there may be no clear borders that organise the  
text (see Landow, 1997, p.50, for a diagramatic representation).  Alphabetic 
hypertext is mentioned here as part of the mapping process; however, it is the 
digital narrative of hypermedia that is more relevant to my study. 
 
Hypermedia 
Hypermedia is digital multimedia22 and is multi-linear in nature. By hypermedia, I 
am referring to mixed computer media (that is, icons, graphics, both still and 
moving, alphabetic text, music, voice-overs and sound-effects) with hypertext links.   
Hypermedia games are in the realm of the performative, in that the players 
intervene as participants/actors.  They could be termed “quasi-characters” (see 
Beavis 1998).  The term computer game conjures different images for many 
depending on one’s level of computer expertise and experience.  It includes: 
 
                                                
22 The term multimedia implies a number of media, such as print text, visual text, images and audio, 
incorporated in an integrated delivery system. 
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violent action games, strategy games, role-playing and narrative games, 
erotic and frankly pornographic applications, card games, puzzles, skill-
testing exercises, and educational software. 
 (Bolter & Grusin 1999, p.89) 
 
I am not suggesting that all of these contain narratives, nor that all are appropriate 
for classroom use, particularly for subject English.  However, many do contain 
some form of story within them, as Murray (1997) avers: 
    
[T]hese new storytelling formats vary from the shoot-‘em-up videogame 
and virtual dungeons of Internet role-playing games to the postmodern 
literary hypertext.  This wide range of narrative art holds the promise of a  
new medium of expression that is as varied as the printed book or the 
moving picture. (p. 28)  
(See also Smith, Curtin & Newman, 1995) 
 
The simplistic contest games such as Mortal Combat and the more sophisticated 
puzzle games like Myst are both examples of computer games that incorporate  
narrative, although at opposite ends of the storytelling spectrum.  Such action 
games, strategy games, role-playing and narrative games will be the main focus of 
this review.  Games that do not include narrative or are inappropriate for classroom 
use will not be considered. 
 
Games can be played on the home computer or in arcades on purpose-built 
machines.  Home computer gaming is more likely to appeal to both sexes whereas 
boys dominate in playing arcade games (Smith & Curtin, 1997).  The games that 
are played in the home tend to involve more sophisticated narratives because the 
environment is more conducive to puzzle resolution.  As Bolter and Grusin (1999) 
note: 
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Interactive narrative games favour a single user with the time and the 
solitude to solve puzzles and make choices.  These more thoughtful games 
remediate film rather than video. (p.94) 
 
In “remediating” film rather than video, the game developers are tapping into the 
richness of narrative evocative of film.  By “remediation”, Bolter and Grusin refer  
to the process whereby the new medium refashions the original media form.  
Indeed, Murray (1997) believes that the genre of the computer game can go further 
than film, because developers are able to incorporate virtual reality “that is as rich 
as reality itself” (pp.27-28).  As noted earlier, it is the potential for exploring the 
narrative within computer games in classrooms that is of interest to me in pursuing 
this study. 
 
In mapping the narratives available for classroom use, it is clear that English 
teachers are comfortable with non-digital narrative (that is a range suitable for 
classroom discussion) and its familiar linearity.  However, they may have mixed 
feelings and ability levels in relation to incorporating digital narratives within the 
classroom (see Morgan 1997; Bigum, Lankshear et al., 1997).  A review of 
curriculum and policy documents and recent studies is appropriate at this time as 
this may help to explore teachers’ understandings of ways to engage with digital 
narrative within the classroom.    
 
English Curriculum Documents 
A review of the curriculum documents and recent studies for subject English in 
Australian schools reveals that there is support for the introduction of interactive 
computer-based narratives23.  The Australian Education Council (1994) mentions  
the inclusion of computer software and video games under the heading “Mass 
Media” and suggests that they may be included as “texts for study” (p. 24).   In  
 
                                                
23 For examples, A Statement on English for Australian Schools,1994; English Syllabus for Years 1 
to 10, 1994; The Syllabus in English (2002); Draft Senior Syllabus in English Extension (Literature), 
June 2003; The Arts Years 1-10 Syllabus – January 2002, and Digital Rhetorics. Executive 
Summary, 1997. 
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their Guidelines for the use of computers in learning, the Department of Education, 
Queensland (1995) notes that computers can be used to support such areas as media 
studies and popular culture and that “software itself can be regarded as text and be 
critically analysed and produced” (p. 12).  Under the heading of subject English, 
they further suggest, “the use of adventure software and simulations…generates 
significant on-task interaction as students solve problems” (pp. 12-13).   
 
The endorsed Syllabus for English (2002), requires study programmes to include 
the study of popular culture, mass media and multimedia where possible.  Under  
this umbrella, schools are encouraged to utilise a variety of texts using a critical 
literacy framework.   
 
There must be a range and balance in the texts that students read, view and 
listen to, [including] works produced specifically for older adolescents; 
popular culture; media and multimedia; the emergent technologies of 
hypermedia. 
(The Syllabus for English (2002), Queensland Studies Authority, p.14) 
 
Thus, the policy documents for subject English demonstrate an escalating interest in 
technologised literacy.  However, Bigum et al. (1997) point out a lack of dialogue 
between the different stakeholders regarding this technologised literacy, suggesting 
a haphazard integration of these new literacies.   
 
Research Reports 
Recent research reports also point to a growing support for technologised literacies.  
For example, in 1995, The Department of Employment, Education, Training and  
Youth Affairs (DEETYA) commissioned a two-year study to investigate the 
relationship between literacy and technology in education.  As part of this study, 
policy documents were reviewed on national and state levels.  The report describes 
an escalating interest in literacy and technology since the mid 1990s, focusing on  
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upgrading teachers’ skills in the new technologies rather than dealing directly with 
“electronic literacy” (Bigum et al., 1997).   
 
The report also highlights the different interest groups who have a stake in the 
inclusion of new technologies in education (eg parents, employers, politicians, 
sector interest groups, teachers, curriculum developers, professional development 
providers).  The findings suggest that what is missing is “the necessary ‘space’ for 
cross-group/sector dialogue and collaborative development of articulated policies” 
(Bigum et al., 1997, p. 16).  Establishing an environment that would allow for this 
collaboration between groups was one of the report’s recommendations.  The report 
also recommended that the “needs” of teachers had to be addressed as a priority.  
Teachers need to be cognisant of and comfortable with a practice/curriculum that 
encourages the use of new technologies, especially as only a few teachers are 
experts and enthusiasts in an increasingly technologised environment (see also 
Smith & Curtin, 1997).  
 
A two-year Australian National University study commissioned by the Office of 
Film and Literature Classification (see Durkin & Aisbett, 1999) to assess the impact 
of computer games and the way they are used and perceived by Australians 
highlights the importance of new technologies being incorporated into the 
curriculum.  Students are using computers in the home from an early age and 
schools need to recognize and work with the issues, both positive and negative, 
which this early exposure to computer technology creates (see Tallon & Kearney, 
2000).   
 
Schools also need to acknowledge that computers are not a neutral technology; 
computer technologies come with ideologies that work through and with the culture 
that uses them (see Bowers, 1988; Comber, 1999a).  This point is important for my 
study, as I am interested in the ideological work that forms part of the culture of 
computer “gaming”.    
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Underpinning Ideologies 
Reviewing the literature reveals that there are key ideologies that underpin the 
introduction of technologies into the classroom.  The ideological stances of persons 
(that is, hegemonic groups) who hold power and status in society seem to be 
prevalent in schools.  This is seen for example, in “a host of cultural practices 
associated with defining identity according to gender or class” (Beach, 1993, p. 
124).  While on the one hand, teachers may strive to create a classroom community 
that is equitable, students are still required to respond in a manner that is valued by 
the teacher whose ideological stances may exclude true equity.  Also, students may  
not value technology, or indeed have access to technology, which makes it difficult 
for them to respond in a manner valued by the teacher or vice versa. 
 
Education, and an education in valued forms of literacy in particular, is a prime 
means of maintaining social groupings within society.  McLaren and Lankshear 
(1993), Weedon (1987), Bigum and Green (1993) and Christie and Misson (1998) 
acknowledge the role of access to literacy in the allocation of economic, political 
and social power.  They suggest that literacy, and the way the world is represented 
in texts, has been used to help maintain hierarchies of inequality.  Critical literacy  
aims to imbue students with an understanding of the ideological role of literacy in 
order to examine these hierarchical borders. 
 
Ideological debate has accompanied the introduction of technologies in education, 
particularly technologies that impact upon the production of language.  Gee and 
Lankshear (in Kamler, 1998) suggest that if we ignore these debates “we risk being 
left on the sidelines as education at all levels simply aligns itself with the values, 
visions and practices of fast capitalism” (p. 8).  Kamler (1998) builds upon this idea 
by suggesting that the new work order (fast capitalism) uses mechanisms such as 
benchmarks, performativity, accountability and technology as part of the discourse 
that fosters the ideologies inherent in economic rationalism.  These ideologies have 
direct and indirect effects on teachers’ lives and practices.  Bigum and Green 
(1993) also suggest that schools were quick to embrace computer technology and  
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are now faced with the challenge of creating a technologised curriculum to 
accommodate this technology, something that not all teachers are comfortable with  
as a result of their own values and/or experience (see also Comber, 1999a).  
Technology may be seen by such sceptical teachers as a means of economic 
rationalism in the sense that illiteracy is linked with unemployment and literacy, 
particularly computer literacy, is seen as a means of improving employment 
prospects.   
 
Schools are institutions that engage in the ideological work of the government and 
other powerful social institutions.  This is regardless of the intent of individual 
teachers, most of whom would defend as their primary aim the education of the 
“total” child (see McLaren & Lankshear, 1993; also Kamler, 1998).  Selden et al.  
(1997) suggest that real power comes through the discourses that prevail in 
classrooms.  Within a school site, the uptake of computer technology depends on 
the extent to which the discourse of educational advantage about access to 
computers comes to prevail with teachers or administrators.  If this discourse is 
absent computer technology will be absent as well.  Thus, as there are a number of 
competing discourses apparent in any classroom this power may shift depending on 
the discourses that are foregrounded.  Bigum and Green (1993) and Kress (1995) 
argue for curriculum debate that would see the inclusion of computer technology 
into the curriculum, but in a way that acknowledges the ideologies which underpin 
the notion of literacy.  We have already seen the beginnings of this discourse in the 
previous section.     
 
Discourses Operating in English Classrooms 
Understanding English curriculum and pedagogy demands an understanding of 
discourse24.  There are a variety of ways that discourse is conceptualised by those 
working in the language field such as Gee (1990), Lankshear (1996) and Morgan 
(1997).  These scholars have offered definitions of discourse that have informed the  
                                                
24 Defined earlier in this chapter as discourse (i) of a group, (ii) about subjects, and (iii) in 
accordance with ideologies. 
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conception of discourse that operates in Queensland classrooms.  According to the 
Trial-pilot Senior Syllabus in English Extension (Literature),May 200025, 
“discourse refers to the characteristic uses of language in institutionalised social 
contexts through which, among other means, ideologies are realised in social 
practices and interactions” (p. 56).  Therefore, discourses are one of the means by  
which people identify with and acquire attitudes, values, beliefs and understandings 
about the world.  This conceptualisation derives from/is congruent with the work of 
Foucault 26(1972).  Discourses are ways of presenting knowledge and producing the 
inherent subjectivity and power play that accompany that knowledge.  According to 
Weedon (1987), when an individual adopts a subject position (that is, position as 
“subject” of which the discourse speaks), the individual “assumes that she is the 
author of the ideology or discourse  which she is speaking … the source … of 
language” (p. 31).  In fact, because of subjectivity and cultural conditioning 
(acceptance of cultural norms) the reverse is true.  (Subjectivity is discussed in 
greater detail later in this chapter).   
 
It is difficult to identify a dominant discourse in subject English as there are a 
number of competing discourses.  What is important, however, is that teachers 
negotiate a discourse about English that aims to encapsulate elements from 
curricula and policy documents, parent and student bodies and informed practice as 
well as their own subjectivities.  (This ideal is offered cognisant of the knowledge 
that sometimes teachers need to make choices without reference to parent and 
student bodies.)  
 
Teachers, students, parents and political bodies, through policy documents and 
syllabuses, bring different discourses to the classroom.  Morgan (1997) makes four 
points about discourses operating in Australian English classrooms.  Discourses 
establish and are established by social practices and institutions; discourses “argue”  
                                                
25 In an earlier footnote I noted that definitions have been subsumed within the text of the document 
in later drafts. 
26 See Weedon (1987) for a useful overview on Foucault. 
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with one another; discourses do political work; and discourses shape the language 
and subjectivity of the subject/object they are speaking about (see also Luke, 1999).   
 
Importantly, these discourses are “characterized by complex economic, political, 
ideological and historical issues”, particularly where the new technologies are 
concerned (Hawisher & Selfe, 1997, p.3).  All parties have a stake in the 
introduction of the new technologies, but all do not have an equal voice nor do 
these voices advocate the same values, principles or practice. 
 
Reader-Response Theories as a Discourse 
Reader-response theories suggest that the reader makes meaning of the text 
according to the reader’s social constructs.  Students’ attributes (values, experiences  
and abilities) will affect their responses to different texts.  Concomitantly, teachers’ 
own attitudes and attributes will affect how they relate to texts and to students’ 
responses.  Thus, within the classroom a discourse that reflects reader-response 
theories can acknowledge that  “knowledge … is mutually constructed” (Beach, 
1993, p. 118).  However, teachers often read student responses in terms of whether 
those responses “measure up to an ideal answer” (p. 135).   Adopting a discourse 
that acknowledges the students’ abilities to explore ideas other than the teacher’s  
“ideal” is a way of embracing the tenets of reader-response theories. 
 
A discourse of reader-response theories is certainly suggested as one of a number of 
approaches by the draft Senior Syllabus in English Extension (Literature), June  
2003.  This document suggests that “a contemporary view … recognises that texts 
are not stable … and the reader is essential to the whole business of meaning 
making” (p. 21).  Thus, this discursive practice recognises that readers bring their 
own ideologies to their readings of texts.  This is certainly true of ideologies 
embedded in the “readings” of computer narratives.        
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Poststructuralism as a Discourse 
Poststructuralists argue that there is a plurality of meanings in language and that 
individuals make that meaning as a result of pre-existing social constructs available 
to them.  Weedon (1987) says that “language is a system always existing in 
historically specific discourses” (p. 24).  Within subject English, the discourses are 
likely to represent some of the complexities of modern society.  For example, there 
will be discourses particular to the cultural makeup of a classroom including  
teachers’ and students’, discourses suggested by curriculum documents and 
discourses particular to the institution within which the classroom operates.  These 
discourses will enmesh and overlap.  A poststructuralist theory enables “reading 
positions”, and associated “subject positions”, to be identified, and thereby 
questioned (Kress, 1985; see also Beavis, 2001). 
 
Poststructuralists assume that texts and their readings are produced within the 
historical and cultural contexts which shape them (Morgan, 1992).  Therefore, their 
meaning will change according to the contexts of the readers.  Poststructuralists 
also seek to expose the indeterminacy of texts, in other words, the multiple 
meaning-potentials and gaps within the text.  Computer texts are certainly subject 
to the same tenets.  Computer games and hypertext stories are equally produced by 
historical and cultural contexts which govern what can be said and how it can be 
said (Comber, 1999a).  Within a poststructuralist classroom, the reader can 
negotiate a position as their “truth”, for the context under study.   
 
Cultural Studies as a Discourse 
Within the English curriculum, “cultural studies” includes popular culture texts and 
media studies.  Buckingham and Sefton-Green (1994) believe that a cultural studies 
approach recognises the shifts that have already occurred in subject English.  This 
enables educators to broaden their view of subject English beyond “literature”, in 
order to challenge the traditional assumptions that this subject makes about 
“language, subjectivity and culture” (p. 6).  They also argue that contemporary 
culture is increasingly “electronically mediated culture” and therefore print text is  
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no longer the most important means of cultural representation (p.5).  Therefore, 
English teachers need to be concerned with a broad range of cultural products, 
including interactive computer-based narrative, to ensure that this subject is 
meeting the needs of all students (see Browett, 2002).   
 
Within cultural studies, media studies focuses on developing literate people who 
can critically analyse mass media.  It aims to examine how media messages shape 
the construction of students’ identities (Luke, 1999).  In subject English, it is central 
to the “high culture/popular culture” debate (Buckingham & Sefton-Green, 1994).   
 
A Discourse of Cultural Heritage versus Popular Culture  
Proponents of more traditional literary studies, of “the” cultural heritage approach, 
argue that the value in deconstructing and interrogating popular culture and media 
in subject English is questionable.  Donnelly (1998) states that “debates about 
literature and so-called popular culture are as old as English teaching itself” and 
that those who advocate popular culture and the new technologies of computer 
games in their classrooms “employ the obtuse and arcane language of 
deconstruction and the postmodern” (p.53).   Donnelly discounts computer games 
and popular culture texts in general and suggests that students’ literacy skills will 
improve through a sustained examination of “high culture” as opposed to popular 
culture.27 
 
By contrast, Beavis (1998) argues for the inclusion of computer games in 
classrooms as a form of popular culture.  Donnelly’s argument ignores the body of 
research that points to students’ unwillingness to engage in “high culture” on a 
sustained level (see Worthy, Moorman & Turner, 1999; Shapiro & White, 1991)  
 
                                                
27 “Computer games, as with the overwhelming number of those ‘texts’ associated with popular 
culture, are language impoverished…The types of poetic devices associated with literature are also 
rarely found in popular culture in as sustained or accomplished way” (Donnelly, 1998, pp. 53-54).  
“Students who have been ‘empowered’ by literature should be in a strong position to analyse and to 
critique popular culture without having wasted valuable time in the classroom dealing with such 
distractions” (Donnelly, 1998, p.55). 
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and the support for popular culture text study by the Australian Education Council 
and other curriculum bodies: 
 
Because this literature (popular literature) has a powerful influence on 
popular (especially adolescent) culture and provides a large part of students’  
recreational reading, it is important that they learn to approach it critically.  
(A Statement on English for Australian Schools, see Australian Education 
Council and Curriculum Corporation 1994, p. 8) 
 
However, the introduction of popular culture and non-traditional literature often 
brings with it a sense of “moral panic28”.   By contrast, the study of popular culture 
recognizes that the students’ own lives and cultures are worthy of study.  Misson 
(1999) is critical of those educators who fail to understand that merely introducing 
students to “high art” will not make them appreciate this art.  Therefore, the 
introduction of popular culture into the classroom allows the teacher to introduce 
the processes of critical literacy which can then be transferred to all text studies (see 
Misson, 1994b; Misson, 1996; Misson, 1997; Mackey, 2001; Easthope, 1991; 
Janks, 2001: Comber, 2001).  
 
“Moral panic” is a collective term for the concern about the changing nature of 
youth often voiced by stakeholders such as governments, parents, religious 
organizations and educators.  Springhall (1998) suggests that “whenever the 
introduction of a new mass medium is defined as a threat to the young, we can 
expect a campaign by adults to regulate, ban or censor” (p. 7).  This concern 
suggests that what students are studying or “playing with” may be inappropriate on 
moral grounds.  Beavis (1998) suggests that this moral panic is tied to wider  
anxieties about technological change.  As Springhall (1998) notes, there are “almost 
daily constructions of panics in the 1990s and a new plurality of ‘folk-devil’  
                                                
28 “Moral panic” is the anxiety that surrounds the perceived “demonisation of youth” (Smyth, 1998, 
p. 1).  The media are often responsible for creating this sense of panic as they publicise incidents 
that amplify negative beliefs about youth (Horsfield, 1997; Beavis, 1998). 
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reactions” (p. 8).   These fears are particularly targeted at boys and their 
engagement with computer games (Walkerdine cited in Beavis, 1998).  Indeed,  
Walkerdine, Thomas and Studdert (2000) suggest that parents, in particular, tended 
to express concerns about the violent games favoured by boys.  In their study, they 
alluded to the positioning of subjects by games and thus the “adult anxieties” 
associated with the underlying messages of both masculinity and femininity.      
 
Critical Literacy as a Discourse 
Teachers in Australia, through a system of state curricula, preservice and inservice 
teacher training and a body of professional development providers, maintain 
deradicalised29 discourses of critical literacy (see Morgan, 1997; Lankshear & 
Knobel, 1998; Richardson, 1998).  One of the functions of critical literacy within 
subject English is to make students aware of the role that reading and writing plays 
in exposing people to forms of domination through literacy (see McLaren &  
Lankshear, 1993; also Comber, 1999b).  Although less political than the function 
suggested by McLaren and Lankshear, the Department of Education, Queensland 
(1994), states in its guide to using syllabus documents that:   
 
Critical literacy approaches are based on the belief that effective use of 
language requires people to explore the assumptions and perspectives, both 
stated and hidden, on which texts are constructed and a critical literacy  
framework brings conscious understanding of how words and grammatical 
structures shape images of the world and relationships within it. (pp. 23-24) 
 
The basic tenets of critical literacy have been employed by more radical Australian 
educators since the mid-1990s (see Luke, 1999; Morgan, 1997; Frye, 1997; Christie 
& Misson, 1998; Comber, 2001).  This approach is currently being included in the 
curriculum of Queensland secondary schools as part of The Syllabus in English 
(2002).  Some schools adopted this approach earlier.  For instance, Park Ridge State  
                                                
29 “Deradicalised” in that it maintains the government’s social justice focus rather than bringing 
about radical social justice reform. 
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High School implemented a critical literacy curriculum in the mid-1990s (see 
Morgan, 1997).  In my school, this approach was incorporated into the rewriting of 
its Senior English Work Programme30 as part of the Extended Trial-Pilot for Senior 
English.    Included in this new programme are popular culture texts, canonical 
texts and multimedia (Senior English Work Programme, 2003).   
 
Critics of critical literacy practice suggest that those who are concerned with 
“deconstructing” and “interrogating” texts ignore the “aesthetics” of the literature 
(see Donnelly, 1998, p.55).  Popular culture, and by default, new technologies, are 
seen as promoting pleasure for pleasure’s sake, and the aesthetic value of such 
technologised texts in terms of literary enjoyment is marginal.  By contrast, Misson 
(1992,1998a), Comber (1999a, 1999b) and Janks (2001) argue that critical literacy  
practice, particularly with popular culture texts, can maintain a focus on aesthetic 
pleasure31 while revealing the significant ideological work that texts are engaged in.  
Students are receptive to popular culture texts because they are willing to see 
themselves as the “kind of person” represented in these texts and because they find 
pleasure in engaging with them (Misson, 1992, p. 2).  Therefore critical literacy can 
work with the affective level as well as the cognitive through “interrogation” of 
textual features and can “allow” for this pleasure.   
 
Kress (1997) argues that the new technologies will have a positive effect for these 
previously “excluded” groups, but he warns that it would be erroneous to ignore the 
social conditioning that accompanies the new technologies.  This would seem to 
suggest the use of a critical literacy framework in the study of technologised  
                                                
30 The English teachers at my school were aware of the problems which could arise from a critical 
literacy approach.  As part of the rewriting of the Senior English Work Programme, an evaluation of 
the process was also conducted and is ongoing.  See Buckingham & Sefton-Green (1994) for an 
overview of the problems associated with critical literacy. 
31 Misson (1998b) describes aesthetics as the capacity to “know” through both the intellectual and 
the bodily emotional.  He describes tensions that aesthetics are involved with as being the: particular 
versus the universal; material versus the spiritual; emotional versus the intellectual;  inspiration 
versus the control; form versus the content; and beauty and pleasure.  Greene (1995) further suggests 
that “aesthetic experiences require conscious participation in a work…entering it perceptually, 
affectively and cognitively” (p.125).  
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literacy. (See also Johnson-Eilola, 1997a, for a discussion about the ideologies that 
accompany technology). 
 
Critics also advocate caution in the study of mass media (see Rushkoff, 1994).   
Access to technology, or lack of, can highlight current inequalities that exist in 
society because of new and shifting inequalities; wired versus unwired, or the 
“haves” versus the ”have nots” in terms of computer technologies.  However, 
depending on the educational structures and resources in place, education can work 
to overcome these inequalities (see Sholle & Denski, 1993; McLaren & Hammer,  
1996).  Critical engagement with media is especially important if one believes that 
the real power to shape culture rests partly with worldwide media such as television 
and the Internet.  Bigum et al (1997) argue that this critical engagement is 
particularly necessary as politicians and activists are using the media to promote 
cultural change or stasis in increasingly sophisticated ways, while Mackey (2001) 
suggests that we cannot afford to ignore the forms of popular culture that 
contemporary students are engaging with.  She suggests that as popular cultural 
texts, such as film and computer games, do not offer much in the way of training or 
practice in critical reading, classroom practice needs to fill this gap. 
 
Therefore, it has never been more urgent than now, according to McLaren and 
Hammer (1996), for critical media literacy studies that will enable “students to 
understand how the process of representation and identification in the media 
works” to foster a set of “economic, political and ideological practices that inform 
daily life” (p. 112).  The implication here is that new technology studies must 
incorporate this framework.  However, Buckingham and Sefton-Green (1994) 
critique this view of critical literacy media studies.  They caution that teachers are 
not “missionaries whose role is to rescue children from ideological manipulation, or  
indeed from cultural deprivation” (p. 123).  Thus, this caution is also implicated in 
the framework for new technology studies.  
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Hegemonic Discourses 
The “primary institution” of education is the child’s home.  This is where cultural 
discourses and their inherent ideologies are learnt.  Gee (1991) suggests that people 
experience other discourses, beyond the family, through association with “non-
intimates” or “secondary institutions” (pp. 3-4).  These institutions, such as schools, 
government departments, technological giants (eg IBM, Apple), businesses, 
churches, or media companies, develop secondary discourses which may create 
conflict with a child’s primary discourse.  A critique of this argument would 
acknowledge that “secondary” discourses also exist in the home therefore it may 
not be possible to separate discourses into “primary” and “secondary”.  
 
Nevertheless, such institutions are instrumental in developing social discourses that 
may be sanctioned by those in power.  Thus, these institutions encourage the 
ideologies of those in power, through the use of practices and language specific to 
each institution (see Gee, 1991).  These institutions can further marginalise groups 
which are already disempowered, through emphasising the means of this 
disempowerment.  For example, a child from a low socio-economic background 
may not have access to a variety of resources, particularly technological resources.  
Schools, through state-developed syllabi and other administrative tools, may 
emphasise this power imbalance by valuing a discourse that is technologised while  
still attempting to provide access to those who are disadvantaged (see Luke & 
Luke, 2001). 
 
Researchers commonly acknowledge that classrooms are implicated in the 
development and maintenance of economic, social and political discourses.  Thus, 
the practices and material resources in a classroom can work to emphasise the 
hegemonic discourses valued by the government.  Unless teachers are aware of the 
power inherent in classrooms and schools and actively disclose this power, they  
reinforce these hegemonic discourses, regardless of their own ideologies (Luke, 
1993; Comber, 1999a).  For example, the constructive capacity of texts and 
language used in classrooms can help to maintain or to challenge the “narrative of  
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nation” (Berlin, 1993).  This “narrative of nation” according to Johnson-Eilola 
(1997b) and Sholle and Denski (1993), is further encouraged through the use of 
technology and media in classrooms as these institutions themselves reinforce the 
positions of the dominant group in power.  Therefore, the “work” done in 
classrooms can have a significant effect on the re/production of culture. 
 
Current Practice In English Classrooms 
It is timely to look at what is happening in English classrooms in Australia, and in 
particular, in Queensland.  Love (1998) reports that recent surveys of Australian 
English classrooms highlight a reluctance to exploit computer technologies within 
the classroom.  She cites surveys conducted by Durrant and Hargreaves (1995) that 
find: 
 
relatively little use of computers in teaching literature texts; for computer 
mediated communication (such as Email); for accessing information (e.g., 
the World Wide Web); or for using the multimedia software such as 
PowerPoint to assist in presenting and organizing information.  
(Love, 1998, p. 63) 
 
Teachers are more likely to use computers for lesson preparation and for student 
word processing.  Love suggests that a lack of resources, a lack of in-service 
education and a lack of time in which to reflect on teaching practice may explain 
Australian English teachers’ seeming reluctance where new technologies are 
concerned.  Love’s findings are congruent with the report prepared by Bigum et al 
(1997) which points to the unevenness of teacher utilisation of computer 
technologies.  They suggest that utilisation is dependent upon the enthusiasm of 
teachers on site.  Also, there may not be substantial encouragement from school 
administration or from State Education Curriculum Planning bodies.  What 
encouragement there is may not “translate” into hardware, professional 
development or a more accommodating curriculum.  I acknowledge that the 
situation is changing fast in the intervening years since Love’s (1998) research, at  
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least in some pockets; however, her criticisms still hold for many.  Therefore, the 
incorporation of new technologies requires a critical assessment of their increasing 
significance and how this can best be incorporated into curriculum design as well as 
an undertaking that pre-service teachers incorporate new technologies into the 
curriculum now (see Kress, 1997; Bigum & Green, 1993; Tallon & Kearney, 2000).  
 
Studies by Morgan (1998), and Lankshear and Knobel (1998) provide some 
examples of current classroom use in Queensland schools.  In these examples, 
students are using computer technology to access the Internet, word-process text, 
communicate via e-mail and create their own web pages.  However, these processes 
are largely dependent on the expertise of the teacher and the availability of 
computer resources or, as in the case of “Alex”, which both studies refer to, the 
availability of home resources and expertise (part of his primary discourse).  
Lankshear and Knobel (1998) report that “teachers are very often poorly prepared” 
and that learning activities are “add ons” as a result (p.168).  Morgan (1997) 
suggests that it is difficult to get the full picture of what is happening in classrooms 
because little is recorded.  This suggests that practice precedes written accounts 
about the use of hyper-narratives, among other forms of technologised literacy 
practice. 
 
In another study, a university lecturer introduced the software programme, 
Storyspace, to three Queensland schools, to demonstrate hypertext story writing 
(see Russell, 1998).  Russell believes that hypertext story writing can provide 
teachers with an opportunity to explore a range of discursive practices with their 
students.  This study represents an attempt to incorporate new theories.  The study  
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reported that this idea would be quite challenging and even disruptive to 
conventional notions of English teaching32.  These studies support the hypothesis 
that what is happening with interactive computer-based narratives in classrooms 
lacks cohesion within and across subject English and that sometimes innovative 
work might not be reported on/published.   
 
Subjectivities 
 
As a result of mapping the relationship between ideologies, discourses, institutions 
and practices, there are two main dimensions of subjectivities that bear further 
investigation - pleasure and gender.  These dimensions form part of a person’s 
subjectivity, which is the “conscious and unconscious thoughts and emotions of the 
individual, a sense of self and the way of understanding an individual’s relation to 
the world” (Weedon, 1987, p. 32).  Discourses, according to the Trial-Pilot Senior  
Syllabus in English Extension (Literature),May 200033, through their language 
patterns, contribute to giving people “their identity (or ‘subjectivity’) and their 
place within those institutions, practices and interactions” (p.56).  Only pleasures of 
certain kinds have been legitimated in the secondary English classroom and the 
term pleasure itself has been much underplayed (see earlier discussion on 
‘Discourse of Cultural Heritage’).  While the situation is certainly more complex 
than this, aesthetic pleasure in high culture has been applauded while pleasure in 
popular culture is often criticised.  It could be argued that subject English to many 
is about the ideology of “good” literature equating to “good” education.     
 
Within the classroom, the subjectivities of both teachers and students have an effect 
on the learning that takes place.  “If a classroom is analysed as a social world 
unified and homogenized with respect to the teacher, whatever students do other  
                                                
32 Morgan (1999) also discusses the use of hypertext with university students.  This unpublished 
article provides anecdotal evidence that supports Russell’s findings.  Morgan also suggests that 
studies of students growing up with hypertext may show a more “natural” engagement with hyper-
narrative.   
33 See earlier footnote about later drafts of this document. 
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than what the teacher specifies is invisible or anomalous” (Pratt, in Johnson-Eilola, 
1997b, p.42).  Again, while it is certainly more complex than this, practices such as 
reading quietly, being quiet, writing creatively and being passive have long been 
valorised as feminised practices in subject English.  Gilbert and Gilbert (1998) 
believe that the Australian culture supports the masculine model of emulating 
sporting heroes and rejecting reading as a feminine activity.  They suggest that this 
model transfers to the classroom where boys’ gendered subjectivities may cause 
them to dismiss more traditional practices in subject English as being irrelevant.   
 
According to Millard’s (1997) rather biological determinist argument about 
femininity versus masculinity, when boys are invited to identify with a creative 
stimulus, particularly in subject English, this may awaken feminine impulses buried 
in the subconscious that boys have learnt to find threatening to their understanding 
of masculinity.  This view can be critiqued because it does not allow for changing 
views of masculinity and therefore, for those boys who are willing to engage with 
creative stimulus in a sustained way.   
 
Nevertheless, Millard’s (1997) study into the reading practices of both boys and 
girls found that boys suffered in subject English, where the reading and writing of 
narratives is favoured, because they appeared to prefer nonfiction books, or 
watching television or playing computer games in preference to reading.  Alloway 
and Gilbert (1995) and Martino (1995) agree with the rejection of reading by boys, 
pointing out that literacy levels of boys in particular suffer from their perception of 
the relative un-importance of literary reading and writing.  However, Gilbert and  
 
Gilbert (1998) suggest that multimedia such as television, film, video games and 
interactive computer-based narratives offer boys the form of masculinity that they 
have been conditioned to desire.  Multimedia allows for aesthetic pleasure that 
provides immediacy and control, that is action-oriented and that provides a 
narrative closure.  This is the form of aesthetic pleasure often preferred by boys.  
This is an important point for my research investigations.  Gilbert and Gilbert  
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(1998) suggest that “when boys arrive at the literacy classroom they are already 
inscribed by expectations and understandings of literacy, schooling and 
masculinity” (p.204).  Teachers also have an inherent expectation of boys’ literacy 
behaviours.  Alloway and Gilbert (1995) believe that teachers should not treat 
“boys” and “girls” as a homogenous group but rather should consider “how 
discourses of gender, race and ethnicity, sexuality, poverty and rurality are 
intertwined” (p. 37).   Therefore, teachers need to consider a range of texts for 
classroom study in order to accommodate the different expectations and needs of all 
students. 
 
Therefore, incorporating interactive computer-based narrative into the English 
classroom may provide a bridge between the subjectivities and masculine practices 
of boys (and girls’ responses to narrative computer games) and the perceived 
feminised nature of subject English (see Alloway & Gilbert, 1997; Smith & Curtin, 
1997).  Actively addressing the “narrow reading/playing positions” offered to boys 
in current literature and in forms of interactive multimedia allows the teacher and 
students to explore other ways of being “masculine” (Gilbert & Gilbert, 1998, p. 
56) where it is made “safe” to do so.  
 
Pleasures 
Pleasure was defined in the earlier section on key terminology; however, 
Yellowlees Douglas and Hargadon (2000) suggest that few critics have ever 
attempted to define what pleasure means in terms of reading, but much is 
transferred to the object in critical analysis/appreciation.  Most Western languages 
describe aesthetic pleasure in terms of “being lost or carried away” (p. 154).  
Indeed, Foucault described pleasure (that is, bliss) as being so deep, intense and 
overwhelming that a person could almost die from it (cited in Lotringer, 1996).   
The idea of pleasure is often tied up with the notion of desire, particularly when we 
are referring to the psychology of textual engagement that is at the heart of reading.  
Desire can be defined as the unconscious yearning for fulfilment or as a productive 
desire for connection (Misson, 2002).  Therefore, in terms of reading, desire  
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activates the imagination which in turn adds to the holding power of the text.  
Burke (1957) also suggested that “form in literature is an arousing and fulfilment of 
desires.  A work has form in so far as one part of it leads a reader to anticipate 
another part, to be gratified by the sequence” (p. 124).  This is the structuring of 
desire.  Thus the reader creates the story through actively anticipating what will 
happen.  Reading (and performative) pleasures, therefore, may best be described in 
terms of engagement, which in turn, seems to be enhanced by an exploration of the 
notion of desire.   
 
Anxieties Associated With Pleasure 
Perhaps because the terms pleasure and desire have long been associated with 
sexuality, there are often accompanying anxieties.  Indeed, the term “seduction”, 
which has been applied to the immersive quality of some texts, especially  
computer-based narratives, is often associated with sexuality.  Baudrillard (1990) 
used the term seduction to mean to beguile into submission.  I note that 
Baudrillard’s use of this term has been criticised by feminists because he suggested 
that “seduction and femininity are ineluctable as the reverse side of sex, meaning 
and power” (p. 2).  In other words, seduction and femininity are in binary 
opposition with masculine control.  This is not the use I am intending because I 
think that seduction, understood in Baudrillard’s terms, is an important part of 
textual engagement and one that is legitimate in explaining the engagement that 
players exhibit when immersed in the fantasy worlds of computer games.  Turkle 
(1984) suggested that with computer-based narratives, seduction could be described 
as “a highly focused, and highly charged state of mind” (p. 83).  I would take this 
further to include a highly-charged bodily state as well, since our affects are born in 
and registered on the body.  Therefore, acknowledging that there are several 
meanings of the terms pleasure, desire and seduction allows us to understand the 
associated anxieties that may accompany the use of these terms.   
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I also acknowledge that I am not approaching this research from the point of view 
of the new field of game theory.  Rather, since my research and teaching centre on 
English classrooms, I am focusing on the elements of pleasure understood by 
English teachers and their associated agendas.  While some studies of popular  
culture have concerned themselves with the resistance of those who “consume” and 
use popular texts against hegemonic/high cultural texts, my study involves a more 
poststructuralist focus about the productivity of pleasure associated with these 
forms of text. 
 
Pleasure in “Play” 
The final aspect of pleasure that needs to be considered is the idea of “play”.  
“Authors play games with readers, and the text is the playground” (Iser, 1989, p. 
250).  Authors set up a world that invites the reader to visualise and imagine many 
possibilities.  This is the “play” of the text.  Mallan (2002) suggests that with 
picture books, this playground is composed of verbal and visual codes that 
encourage a sense of performativity or acting out of the story.  She further suggests 
that with picture books in particular, the process of reading “takes on a gamelike 
quality” as the “reader moves towards (but may never reach) the fulfilment of 
desire” (p. 34).  Adults may be involved in this sense of play through the 
performance of reading while children become involved through anticipation and 
response.  This sense of play or performance can also be found in computer-based 
narratives.  The playground of the computer screen, with its visual, verbal and 
audio codes encourages performativity.  Players anticipate and respond to the 
verbal and visual text and derive pleasure from their agency in the “real or 
perceived” creation of the narrative (the fulfilment of desire).  Thus, this sense of 
“play” may increase the pleasures associated with this form of text.   
 
Support From the Literature for My Research Aim 
Subject English has undergone a number of changes since the 1970s.  Reader-
response theories, poststructuralist theories and cultural studies have altered the 
approaches of many teachers and curriculum writers who as a result have  
Chapter 2:  The Initial Journey                                                                                53   
 
 
 
 
endeavoured to produce a curriculum that reflects these changes and is more in 
keeping with the needs of students today.  This literature review has shown that the  
“needs” of students in subject English is a complex issue.  Moral panics and other 
sorts of anxieties often arise when a new practice is suggested.  This can be seen in 
the debates that surround the inclusion of popular culture or a critical literacy 
framework in subject English, or more particularly, interactive computer-based 
narratives.  It can also be seen in the way teachers of subject English have defined 
their work.  Educators such as Greene (1995), see their role as ”turning students on” 
to learning, or taking them into the educator’s space.  Perhaps we need to reverse 
this idea and “go into” the students’ variety of textual spaces.  This fits with a 
cultural studies argument that suggests that what is taught should explore aspects of 
the culture that exists for each student (Misson, 2002).   
 
To further develop this idea we need to engage with the texts that students engage 
with in order to understand something of their pleasure in these texts (Comber, 
2001).  Then we can be in their “space” to work with them.  In this way we can try 
to avoid the dangers of destroying the pleasure they find in engaging with these 
new texts.  This is important because, as Misson (1998a) so eloquently argues, 
“when you treat my favourite program, tread softly, because you tread on my 
dreams” (p. 3).  Students’ subjectivities are in part produced through their  
engagements with these texts.  To over-analyse them is not likely to persuade 
students to change their relationships to these texts and the worlds of pleasure they 
provide.  Placing a relatively low value on the text may also ridicule students whose 
feelings of self-worth may be tied to these texts.  However, we need to be cognisant 
of the adult moral panics that accompany the notion of pleasure that is found in 
texts such as computer games; the fearfulness of some parents and teachers (such as  
Donnelly, 1998) that the pleasure may not be appropriate for subject English on 
moral or educational grounds (see also Sanger, Willson, Davies & Whittaker, 
1997).  We also need to understand that a critical approach that seeks simply to 
point out the shortcomings of a text cannot work with pleasure (Janks, 2001).  So  
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we need to negotiate an approach that both accepts and reflects upon the pleasures 
students find in texts such as computer games (see Mackey, 2001). 
 
As noted earlier, pleasure is an obvious component of students’ interactions with 
computer-based narratives.  Bolter and Grusin (1999), Smith and Curtin (1997) and 
Durkin and Aisbett (1999) have shown that there is a willingness by youth to 
engage in the pleasures that these media have to offer.  However, the research 
mentioned does not address the question of whether working with interactive 
computer-based narratives in the classroom will alter or destroy the pleasure that 
students find in these media.  Thus, while that research is certainly supportive of 
using computer-based narratives in classrooms, my research seeks to provide some 
answers about the effect that “schooling” computer-based narratives has upon the 
pleasures associated with these texts.  
 
There is certainly a body of writing that discusses the theory and advocacy of using 
interactive computer-based narratives in the classroom (for example, Murray, 1997; 
Beavis, 1998; Snyder, 1997).  However, one gap in both the theory and advocacy 
lies in the writing about the actual practice of incorporating these new narratives 
into subject English (although this is starting to be filled out now). This is 
undoubtedly because we are at an early stage in this field and practices tend to be  
site-specific and therefore may not transfer into general curriculum practice. There 
is also very little written about the importance of pleasure to the study of these new 
narratives, or indeed how these new narratives can be analysed for textual study.  
This latter point forms the basis of the discussion that follows.  This discussion is 
developed in detail because it forms the basis of the analytical framework applied 
in Chapter 4. 
 
A Model for Analysis of Narrative Computer Games 
Many literary studies have used a narratological framework (as well as other 
frameworks of course, including reader-response and poststructuralist frameworks) 
to interpret printed text.  As already discussed in the first section of this chapter,  
Chapter 2:  The Initial Journey                                                                                55   
 
 
 
 
this framework, summarised in Figure 1 below, explains narrative texts in terms of 
fabula, story and discourse (Bal, 1997; Onega & Landa, 1996).     
 
 
Fabula – the action scheme 
          •   events (plots – pivots – conclusion) 
          •   actors 
          •   setting (location and time) 
 
Story – the treatment of the fabula 
          •   point of view (focalisation) 
          •   characters 
          •   narrator – linguistic subject (a function not a person) 
          •   temporal scheme (sequential ordering) 
          •   space – locations seen in relation to their perception 
 
Narrative Text –the story as related by an “agent” 
          •   the textual medium 
          •   significance (as inscribed by the author) – the general theme that is signified 
               by the representation of a series of events 
          •   ideology –  implicit (as embodied in the narrative representation) 
– explicit (as stated in the narration of the story) 
 
 
Figure 1. Narratological Framework34: Print Texts 
 
 
                                                
34 The figure presented here is one aspect of the many narratological frameworks that have been 
developed by literary theorists which I have chosen because it is most relevant to my work. 
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However, this framework may have limited use for analysing computer games 
because it assumes that all narrative texts will fit within the Aristotelian definition 
of having a beginning, middle and end, as well as being stable in their sequencing.  
Kucklich (2001) and Aarseth (1997) have both suggested that whatever formal  
framework (including their own) is used to analyse narrative computer games will 
be problematic due to the particular type of interactivity between player and text.  
“The object of analysis is prone to change according to the way it is approached 
[i.e. by a player]…within a computer game it becomes almost impossible to 
distinguish between manipulations of the objective text and its subjective 
actualisation, i.e. between text and reading” (Kucklich, 2001, p. 1).  Therefore, the 
application of literary theories in order to construct similarities between print text 
and computer games will not be wholly successful because these literary theories 
do not acknowledge the importance of the underlying game codes, the player’s 
knowledge of these codes, and the player’s agency in constructing the game (as 
instantiated in any one occasion of play) thereby navigating among the many 
possible story directions. 
 
While I acknowledge that creating a suitable framework for analysing computer 
games is problematic, I am suggesting that an appropriate way to theorise this 
framework can be achieved by drawing on the work of earlier narratologists and 
supplementing or adjusting it with the work of theorists of new text forms such as  
Aarseth (1997).  I also draw on the work of reader-response theorists with particular 
reference to the Implied Author and Implied Reader (Iser, 1978), and acknowledge 
the influence of post-structuralist theories which suggest that meaning is never 
fixed.  The notion of metafiction, whereby a text comments on the nature of its 
fictiveness, has also influenced my theorising (see Stephens and Watson, 1994).  
The framework presented here as Figure 2 below, builds on Aarseth’s work to  
include terminology drawn from visual media theory and ideas discussed by 
Kucklich (2001), which deal with the pleasures of computer games. 
Chapter 2:  The Initial Journey                                                                                57   
 
 
Figure 2. Narrative Computer Games – Analytical Framework 
 
The three Planes of Discourse are not ultimately discrete; they represent different 
aspects of the text.  They are represented horizontally but are not hierarchical.  The 
“middle” plane negotiates between the other two planes, as will be examined in  
detail in the discussion which follows.  The Domains of Response are similarly not 
discrete, rather they overlap or one infuses the other.  This will become apparent in 
the discussion as ideology and pleasure are both involved in the making of 
meaning, or signification. 
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Theorists of new text forms (for example, Aarseth), working to construct suitable 
literary schemas for use with computer games, acknowledge that computer games 
do have some similarities with more traditional forms of narrative text, including 
their reliance on intertextuality within the narratives and use of familiar genres.  For 
example, many games have similar literary constructions to that of the mystery, 
adventure and chivalry genres (Buckles, 1987).  However, Aarseth (1997) suggests 
that the main difference is that rather than narrative computer games moving 
towards a fully descriptive, comprehensive story35, many potential stories are 
narrowed down through the player’s selection of pathways when offered 
alternatives.  These alternatives (choice points) in the plot are navigated by the 
player until a single, partly successful story is realised.  The choice points in the 
plot can be likened metaphorically to “keyholes, fitted by the text for very specific 
keys” (Aarseth, 1997, p.111).  In other words, these keyholes are the ways in which 
the player eliminates the directions or choices which do not advance the story. 
 
Aarseth offers a literary schema that acknowledges the player’s agency in the 
creation, on any instantiation, of the achieved story from among the many other 
stories that could be constructed.  His schema uses what he terms discourse planes  
to define the different levels of narrative within a computer game.  One plane is the 
event plane, where the narration of events takes place.  Another is the progression 
plane, which Aarseth also calls the “intrigue”, where these events, set up in the text, 
unfold for and by the actions of the implied reader/user 36 (also called the 
“intriguee”).  Between these two planes, lies the third plane which is the 
negotiation plane.  It is here that the “intriguee confronts the intrigue to achieve a 
desirable unfolding of events” (p. 125).  Aarseth’s schema takes into account that  
                                                
35 Any story is full of gaps, but in narrative computer games the gaps are more apparent. 
36 Implied reader and author are used in the sense that some reader-response theorists use these 
terms.  Iser (1978) suggests that the concept of the implied reader is a textual structure which 
“impels the reader to grasp the text” (p.34).  The real reader is offered a role to play and this role 
establishes the idea of the implied reader.  This is different to the ideal reader who is a purely 
fictional being and who can close the gaps that appear in any analysis of a text, independent of 
his/her historical position.  The real reader is influenced by the cultural norms of his/her era.  The 
implied author, according to Bal (1997) is “the totality of meanings that can be inferred from a text” 
(p. 18).  
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the implied creator of the computer game expects players to enact many wrong 
choices in the production of the train of events.  While the implied author of a print 
narrative text may set up the reader for misinterpretation, nevertheless, the implied 
creator of a narrative computer game is going to be encoding potentially wrong 
turnings to a greater degree and in a different way.   
 
Within the intrigue, Aarseth distinguishes an implied creator, an intrigant (architect 
of the intrigue), a voice (the simulated narrator that relates events to the user), an 
implied user, an intriguee and a puppet (a position contested by both the intrigue 
and the discourse).  Aarseth (1997) says that the danger of using these terms lies in 
their resemblance to terms used in narratology.  Nevertheless, he attempts to 
explain the communication structure that occurs between the discourse planes  
through use of these terms.  Since I will refer to these terms throughout this 
discussion, his definitions are summarised as follows. 
 
      •    Implied creator -  “not the instigator of a finite number of events but  
someone who must expect the production of unintentional signifiers” (p.  
127).  In other  words, the implied creator, the creator the player imagines,  
expects players to encounter different characters/cameos throughout the  
game, who will provide different means by which players make meaning of  
events and also exercise agency.  It is through this agency that unintentional  
signifiers are produced.  The implied creator communicates through the  
intrigant and the voice, both of whom operate on the same communication  
level.   
 
      • Intrigant - “an immanent adversary who inhabits rather than transcends  
 the game” (p. 127).  For example, in Baldur’s Gate (discussed in detail in  
Chapter 4), the intrigant is the “armoured figure” or “black knight” who is  
discussed by the Voice.   
 
      • Voice - different to the intrigant and equivalent to the narrator of printed  
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text; can appear “mechanical and discontinuous” in tone and purpose.  The  
Voice’s purpose is to provide information or act as a transition between  
events.  The Voice may be unseen, though heard, or appear as written text;  
but the function is still the same.  Both communicate with the implied user,  
intriguee and puppet to facilitate the unfolding of events.  Again, referring  
to Baldur’s Gate, which is based on Dungeons and Dragons37, the Voice is  
the “Dungeon Master” – a role peculiar to this type of game. 
 
      • Implied user – the role the actual player is invited to grasp or adopt.   
 
      • Intriguee - an immanent position that is constructed and reconstructed by  
the player.  The intriguee is a parallel to the narratee, which Bal (1997) 
describes as the receiver of the narrated text.  Thus, the intriguee is an 
[abstract] function rather than a real person.  The intriguee is therefore a  
position that the player adopts that is dependent upon the strategic merger  
between the player and the player’s character. 
 
      • Puppet - ”an empty body, a contested ground zero of both the discourse and  
 the intrigue” (p.127).  Nevertheless, the puppet does come with character  
traits that the player selects from to develop an avatar38, a term I prefer to  
that of puppet.   
 
While I acknowledge Aarseth’s use of the terms intriguee and puppet in his schema 
(both terms have their origins in the dramatic arts), I prefer the term avatar as it is 
the more commonly accepted term for this combined function.  Thus: 
 
                                                
37 Dungeons and Dragons is a role playing system that allows players to explore worlds of fantasy 
and high adventure.  It has a complex set of rules that govern character interaction and play.  In the 
paper-and-pen game, first one side then the other performs all actions.  In the computer game, the 
player’s character is in the thick of the action all of the time and the computer programme, via the 
Voice, is the dungeon master. 
38 Goldberg (1998) defines an avatar as a representation of the “real” player in a computer-generated 
environment (p.161). 
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      • Avatar – the player’s character within the game.  The avatar represents the  
strategic merger between the player and the character. 
 
Thus, Aarseth is suggesting that narrative computer games have more complex 
levels of communication than that of traditional print narratives. The implied (and 
actual) user is both responsible for the action and the game’s outcome.  That is, 
while the game’s creator has set up the underlying frame/code, the player shares the 
responsibility for the action and outcome of the game.  In other words, computer 
games are more complex than traditional narrative texts which have an author who 
“puts the words into the mouth of a fictional narrator, who addresses a narratee with 
whom the real reader identifies” (Aarseth, p. 92). 
 
Planes of Discourse in Narrative Computer Games 
The Event Plane    
Within the event plane, the player is offered a sequence or selection of events that 
take place within levels or locations on a map, or in a building, labyrinth or world, 
depending on the setting of the game (Stewart & Kowaltzke, 1990).  These 
potential events may be connected by plot pivots or side quests or may lead to 
seemingly dead ends.  In a single computer environment, rather than a networked 
environment, the user adopts the persona (that is, avatar) of the protagonist whose 
characteristics may be designated by the game or created by the user depending on 
the code of the game39.  This character will be the player’s avatar, and may be 
joined by other characters whose actions are partly controlled by the player but 
whose moral choices and decisions about action are usually set up by the code of 
the game.   
 
The setting of the game is described in terms of location and time and may include 
detailed rooms or scenes that provide objects that may or may not prove useful to  
                                                
39 The code of the game is twofold.  On one level it is the set of rules that governs the fictional world 
that the game inhabits.  These rules govern the capabilities of characters and the game play.  On the 
other level it is the programming code, designated by the game designers, that generates system 
events based on specified conditions coming true. 
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the character.  The player is encouraged to explore each screen before moving on, 
to collect objects for the future or to solve more immediate problems that may lead 
to bifurcations, points in the game that offer different pathways.  There is often an 
encyclopaedic quality to these screens as the objects may include text that discuss 
the action or the object.  For example, when the cursor is moved over an object its 
name may appear.  Clicking on the object may produce a text box which gives an 
explanation of the object or may describe its possible uses.  Time, within the event 
plane, denotes an actual time or duration in which the game is set. 
 
The Progression Plane    
Within the progression plane, the player perceives the events in a “unique” way 
depending on the perspective presented by the game (as in first-person perspective 
or third-person perspective and what is shown to the player40), as well as the 
player’s individual perspective (how the player perceives the events that are 
unfolding).  Perspective is used here to explain ways of seeing or the point of view  
from which the story, or in this case game, is being presented.  According to Bal 
(1997), point of view is a certain way of seeing things that may be influenced by 
the perspective or focalisation chosen by the author.  She defines focalisation as the 
relationship between ‘who perceives’ and what is perceived and suggests that this 
relationship “‘colours’ the story with subjectivity” (p. 8).  Therefore, the point of 
view from which the elements of the event plane are presented is of importance to 
the meaning the player derives from these elements.  Stephens (1992) says that 
point of view is both perceptual and conceptual.  It is perceptual when we are trying 
to determine “who sees”.  It is conceptual when we try to interpret this perception.  
This also involves character focalisation.   Therefore, by seeing through the eyes of 
a character, the player is more inclined to accept the vision presented.  Therefore, 
the focalisation has a manipulative element which creates a subjectivised content – 
an implicit ideology.     
                                                
40 First-person perspective in a computer game refers to the player’s perspective of seeing through 
the eyes of the avatar.  This is a subjective view.  Third-person perspective, as in third-person point 
of view, is an “objective” view of the avatar and other characters as if they were actors on a stage; 
objective in the sense that the player is not focalised through the eyes of the avatar. 
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The player is also presented with a montage of images and sounds on the screen.  
Montage is “the editing together of disparate shots in order to create meaning…It is 
a process in which a number of shorter shots are woven together in order to 
communicate a great deal of information in a short period of time” (Pennings, 2002, 
p. 1).  In this sense, graphic and sound details are arranged systematically to convey 
information to the spectator to create a narrative, which is a major purpose of 
montage.  In the progression plane, the player is presented with a screen that can be 
explored, characters who may address the avatar or the player, sound effects or 
musical scores and animated sequences.  These sequences may be triggered by 
accident (the unintentional consequences of the avatar’s actions) or on purpose by  
the player, or through design by the code of the game.  This montage of images and 
sounds creates a sense of the player being in the game world or, as Kucklich (2001)  
suggests, fosters the “willing suspension of disbelief” (p. 5).  In other words, 
montage is important for players’ imaginative immersion. 
  
The temporal, causal and spatial schemes are the final elements of the progression 
plane.  By temporal scheme, I am referring to the sequential ordering of events (that 
is, how they unfold for the player) and the bifurcations of these, which may or may 
not be genuine alternatives (that is, alternatives which advance the player’s quest 
towards successful completion of the game).  I am also referring to the sense of 
time that it seems to take for these events to unfold.  Time in a game, according to 
Juul (2001), can be separated into the time of the thing told, which we saw in the 
event plane, and the time of the narrative.  Thus, the speed with which these events 
unfold may not be equal to playing time.  The ordering of the events and the time of 
their telling constitute the temporal scheme.  The ancient Greeks designate the 
difference between these understandings of time as kairos and chronos.  Kairos 
represents a significant period of time that warps normal time or clock-time, 
referred to as chronos.  Thus in a computer game, the player focuses on an event 
until satisfied that all possibilities have been exhausted or interest in the event has  
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waned and then moves on to the next event.  This focus is best described by kairos 
and is demonstrated by following diagram. 
 
          Kairos 
    
 
     
       Chronos 
Figure 3.  The difference between kairos and chronos time. 
 
Within the progression plane, the potential of events set up in the event plane is 
realised.  Thus, on any occasion within the game, some events will be represented 
in greater detail and will prove pivotal in the player’s successful navigation of the 
game, some events will be presented as scenes from the past and some events may 
be delivered as dream sequences, perhaps as a portent of the future.  These events 
may involve choices, bifurcations, which may lead the player to dead ends or loops, 
serving to frustrate the player or “teach” the player the game rules that apply to that 
particular world.  These bifurcations can affect the sequential ordering of further 
events in the game, or may, indeed, end the game before successful completion of 
the game’s purpose.  These events have a causal relationship in that certain choices 
cause a designated chain of events according to the game designer’s programming 
code.  (Of course, players may also “cheat” by inserting cheat codes downloaded 
from internet sites thereby progressing faster than normal to the end of the game.  
This is a form of intertextuality.)  
 
The spatial scheme is the mechanism which takes the element of place referred to 
in the event plane, and presents it from a certain perspective.  The senses of hearing  
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and sight are involved in this perceptual representation of space (Bal, 1997).  Thus, 
in the progression plane, the player perceives locations spatially through the 
influence of these senses upon the imagination.  There is a sense of measurable 
dimensions, especially because of the visual aspect of narrative computer games.  
In print narratives, other than picture books, this spatial scheme relies on the 
character’s and reader’s exercise of these senses in the imagination as a visual 
element is lacking.  This narrative space is fluid as it moves away from the player 
when a cut-scene is playing but draws nearer when the player can act and have 
agency in the advancement of the story (Juul, 2001). 
 
The Negotiation Plane    
The negotiation plane mediates between the event plane and the progression plane.  
The potential of events gives way to the unfolding of events through this 
negotiation process.  In the negotiation plane, according to Aarseth (1997), the 
position of the intriguee (the implied player, the narratee and the main character or 
avatar), becomes “transcendental”, that is transcending the boundary between 
reader and character (p. 113).  The distinction between them fades as the player is 
immersed in the game.  In some enactments of computer games, the player assumes 
the role of the main character and comes to see this character/avatar as a created 
extension of player-self.   
 
Thus far I have discussed the planes of discourse found in narrative computer 
games.  My schema suggests that there are cognitive/metacognitive and 
affective/aesthetic domains that I have termed Domains of Response, that are  
activated at all three levels of the game.  These domains are realised through both 
the mind and body (for example, through the player’s senses, intellect and 
behaviour).  Thus, these domains are Pleasures of the Text, Ideologies and 
Significance and Signification that players discern from narrative computer games.   
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Domains of Response in Narrative Computer Games 
Pleasures of the Text   
The textual pleasures that the user derives from the computer game and which are 
set up in the game are activated by the three event planes and thus do not belong to 
one in particular.  Kucklich (2001), drawing on Murray41 (1997), defines textual 
pleasures in terms of immersion, rapture and agency. “Immersion is the sense of 
being transported to another reality, such as a game world.  Rapture is the entranced 
attachment to the objects in that reality – in other words the addictive trance that 
gamers fall into for hours at a time.  And agency is the player’s delight in having an 
effect on the electronic world” (Kucklich, 2001, pp. 4-5).  Elements of immersion 
and rapture can be found in all three planes.  For example, players may be 
immersed in a game because of the potential or actual unfolding of events – that is, 
in the Event Plane or the Progression Plane.  Players may also be immersed at the 
level of the Negotiation Plane as they are transported between this potential and 
actuality.  Rapture is also present in all three planes as players become caught up in 
the seductive pull of the game.  The player’s sense of negotiating between these 
planes may also add to this sense of rapture.  Agency is present in the Negotiation  
Plane as players see the tangible results of their actions.  The pleasure of agency 
also creates a “halo” effect on the other two planes. 
 
Kucklich (2001) draws explicitly on Murray’s definition when he suggests that 
immersion stems from a combination of interactivity and narrativity, rapture results 
from narrativity and openness (that is, range of different activities offered by the 
game), and agency is the result of interactivity and openness.  In computer games 
with strong narratives, particularly adventure games, narrativity is connected to 
openness and interactivity that results in both rapture and immersion.  The player is 
immersed in the game because of the interactive nature of game playing and 
because of the strong sense of “narrative pull” the player is creating at the time out  
                                                
41 Murray (1997) referred to three aesthetic principles – immersion, agency and transformation.  
These aesthetic principles examined the pleasures computer game players anticipate as their desires 
are aroused by interacting with the medium.  The more transparent this interaction is the deeper the 
game player’s immersion. 
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of what is offered by the game.  The narrative is open, in the sense that the player 
has choices or agency in the way the story unfolds.  The narrative is interactive 
because the player is mentally, kinetically, visually and aurally interacting with the 
events that are unfolding to create the story.  Thus our pleasure is “heightened 
through this interactivity, as we enjoy our ability to take situated action and to 
savour the results of our agency” (Yellowlees Douglas & Hargadon, 2000, p. 156).  
In other words the players’ pleasure is increased from the knowledge that they have 
made meaningful choices to advance the flow of the story.  These processes 
activate immersion and rapture.  Kucklich’s diagram (see Figure 4) is presented 
here to visually represent this explanation. 
 
 
 
 
This Figure (Figure 4) is not available online. 
Please consult the hardcopy thesis available from QUT Library. 
 
 
 
 
 
Figure 4: Agency, Immersion and Rapture (Kucklich, 2001, p. 5) 
 
Games that offer maximum agency, such as simulation games, do so at the expense 
of the plot-driven narrative; therefore in Kucklich’s model, agency is diametrically 
opposed to narrativity.  By contrast, textual pleasures found in games which offer 
more limited choice rather than an open narrative (such as strategy games), may 
best be described in terms of the immersion and rapture which result from those 
games.  But again, too much choice and interaction would disrupt the sense of  
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immersion and rapture respectively.  Agency is important in terms of the interactive 
nature of the game and the openness of the game; however, the player’s sense of 
agency in the creation of the story often occurs also after game play when the story 
is recounted or recalled.  Thus, there are two kinds of agency discussed above – 
immediate and imagined42.  Immediate agency refers to the player’s role in the 
enactment of the story.  The imagined agency is an aspect of pre or post 
performance where the player rehearses moves in the mind after play in preparation 
for the next performance.  This is the imaginative potential of the Event Plane.   
 
Evidence of this imagined agency was substantiated in both my preliminary 
research with my sons, and in the classroom with my research group.  This is 
discussed in detail in Chapters 4, and 5.  Therefore, I am suggesting that analysing 
the textual pleasures found in computer games may best be done in terms of 
immersion, rapture, agency, interactivity, openness and narrativity. 
 
Ideologies    
The second domain of response in my proposed framework focuses on the 
ideologies on offer in computer games.  Ideologies were defined at the beginning of 
this chapter as the values, ideas, beliefs and viewpoints that constitute a world view.  
The connections between ideology and discourse were also highlighted at the start 
of this chapter.  Two theorists pertinent to my study are Althusser and Barthes.  
Althusser (1971), a structuralist Marxist, defined ideology as the process whereby 
“men represent their real conditions to themselves in an imaginary form” (p. 153).  
In other words, it gives rise to a structure or system which we inhabit which 
represents what we believe is the real world.  Thus readers are already positioned 
by ideological beliefs that lead them to read texts according to these beliefs.  
Althusser also developed the term interpellation which is the process by which an 
ideology “hails” people (Althusser, 1971).  Thus, interpellation explains how the 
pull of a narrative unconsciously encourages readers to adopt the value-system,  
 
                                                
42 The imagination is also present in rapture and immersion which are activated during play. 
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beliefs and ideology on offer in the text.  Barthes (1974) placed an emphasis on a 
reader’s situated agency and defined ideology as the process of making cultural 
codes appear natural because the reader is inserted into a world already known.  
This fits with a post-structuralist approach which would suggest that the “real” in  
fiction is a representation “made up of a language, whose property is to come 
already freighted  with connotations, with narrative indicators that run through it on 
both conscious and unconscious levels” (Tambling43, 1991, p. 19).  Barthes (1974) 
argues that there are a number of codes operating in narratives.  Of particular 
relevance to this discussion are the proairetic code or “action code” and the 
hermeneutic code.  The “action code” is the “accepted” set of rules that allow 
readers to take action and make decisions about the structure of the narrative 
because they are so familiar with these rules they seem natural.  The hermeneutic 
code seems to suggest that there are secrets to be unraveled.  In reality, the 
hermenuetic code44 in a text constructs the answers to questions it claims to 
discover.  Drawing from these definitions, I am suggesting that ideologies are 
represented through the acceptance of cultural codes and actions found in narrative 
computer games, both explicitly and implicitly.  Indeed, narrative computer games, 
through their immersive quality, foster the interpellation of players into taking up 
ideologies. 
 
All levels of a narrative text, the fabula, story and the discourse, have ideological 
presuppositions at work because of the foregrounding of some ideas and the back 
grounding or suppression of others (Stephens, 1992).  This is also true of the levels 
of a narrative computer game.  Therefore, while players are engaging with the  
structure of the game they are also engaging with the explicit ideologies that the 
game designer has represented, as well as the implicit ideologies that may be subtle  
 
 
                                                
43 Tambling (1991) discusses the work of Barthes, particularly with reference to ideology. 
44 The hermeneutic code understands that all readers are positioned by ideological beliefs before 
they begin reading, therefore they read texts in a way which accommodates these beliefs. 
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(for example, gender roles within games).  If we apply this to Baldur’s Gate, one 
ideology that is explicit is the “world view” particular to Western culture, that those 
who hold power are in the right, particularly if they are on the side of “good”.  The 
“pull” of the narrative in Baldur’s Gate unconsciously encourages the player to 
ignore the culture of violence and death that is meted out by this “good” side.  The 
player is positioned to accept the underlying ideology because of their agency in 
apportioning this violence. 
 
Significance and Signification    
The significance or signification constructed by players from a computer game is 
suggested as the final domain of my proposed analytic framework.  Stephens and 
Watson (1994) define significance as “the general, or large-scale, tenor of a 
discourse: themes, ideas about life and existence, social and political insights, moral 
judgements, and so on” (p. 55).  These significances are partly set up by the game, 
but they depend on the work that the player does to make meaning, that is, 
signification.  In other words, players derive significance in acts of signification.  
Computer games have both implicit and explicit significances, both potential and 
realised by readers of the text.  Implicit significances are the meanings and values 
that the player is subconsciously unaware of because they sit comfortably with the 
player (unless pointed out), perhaps because of his/her cultural situation.  If we use 
the example of  “good” triumphing over “evil” in Baldur’s Gate (often via strong 
arm tactics rather than recourse to the law), the significance that is explicit is that 
“good” always wins.  However, one significance that may be implied, is that of  
triumphing through “moral” actions rather than less moral ones through the 
awarding of greater rewards within the game for “moral” choices.  Of course, this 
significance becomes explicit once the player realises that “moral” choices attract 
greater rewards.    
 
In summary, my proposed schema is suggested as a tool for analysing computer 
games that have a narrative base.  The schema draws from narratological concepts 
developed for print texts (see Figure 1); however, these concepts do not allow for  
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the pleasures that are activated by the player’s agency in negotiating between the 
potential of events and the realisation of these events.  It is this sense of agency, as 
well as the rapture and immersion that players experience from engaging with 
computer games, that prompted the need for a different analytical tool.  Chapter 4 
demonstrates the application of this analytical tool to Baldur’s Gate and to one 
sample of student text that was created as part of my research. 
 
Chapter Conclusion 
The literature has shown that we need to develop a learning environment that is 
meaningful and motivating for students who increasingly inhabit a hypermedia 
environment (Morgan, 1998; Lankshear & Knobel, 1997).  This learning 
environment should view learners both in terms of the world they currently occupy 
and in terms of the possibilities for a technologised future.  Drawing from cultural 
studies allows us to acknowledge a diversity of shared practices within which 
communities can make meaning.  Johnson-Eilola (1997a) suggests that this means 
helping students to develop and apply critical abilities to both literacy practices and  
computer use - a critical literacy approach but one which allows for pleasures being 
mobilised.  In other words an approach that allows students to find pleasure in 
computer games but which recognises the “texts’ representations of the world and 
the sense of self they invite readers to take up” (Morgan & Wyatt-Smith, 2000, 
p.127).  Misson (2002) suggests that the way to manage this is through encouraging 
an English classroom that allows a diversity of ways of looking at the world.  He 
argues that there are two “battle fronts” English teachers are engaging in the battle 
to maintain student interest in reading and writing: increasing the range of texts and 
modelling modes of engagement.  Thus, through extending the range of texts to 
include computer-based narratives and modelling a mode of engagement that is 
analytical but accommodating of student pleasures, the learning environment may 
be more meaningful and motivating for students. 
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Teaching with computer-based media in subject English has a number of 
drawbacks.  Teachers currently working in Queensland schools, on average, were 
trained in the 1970s and early 1980s.  Madsen (1999) suggests, therefore, that they 
do not bring a sense of familiarity to teaching with computers and may be 
suspicious of the value of using these new technologies, or may be unsure how to 
incorporate them.  Of course, these teachers may also be quick to adapt.  Teachers’ 
ideologies and inherent subjectivities will also affect the use of interactive 
computer-based narratives within the English classroom.  While some may be open 
to their potential, others may be less willing to incorporate computer-based 
narratives as a text. 
 
In order to address the concerns that have been raised by the literature, such as the 
“high culture/popular culture” debate and the value of incorporating new 
technologies into the English classroom, careful curriculum design is needed.  
Kress (1997) suggests that this must be a design for the future.  This curriculum of 
design must acknowledge that the teacher may have less authority for the 
transmission of learning as a result of the “multiplicity of mediated communication 
modes” that students are already exposed to (Kress, 1997, p. 78).  It is this 
challenge, and the lack of writing about actual classroom practice, that motivates 
the investigation of a methodology that would allow for curriculum development 
and research in the use of computer games in subject English. 
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Chapter 3: Forming Strategies 
In Chapter 2, I discussed the literature that informs my understanding of the current 
status of subject English in classrooms and of the body of knowledge that has been 
written about computer-based narratives and their educational value, or lack 
thereof.  In this chapter I will discuss the ontological and epistemological thinking 
that underpins my methodology.  I argue, that although cultural studies is not a 
methodology, locating my study within this theoretical realm allows me explore the 
notion of pleasure which is a key aspect of my study.  I provide a discussion about 
my research aim and objectives, together with a framework of the methods that will 
be used to gather and analyse data pertinent to this aim and objectives.  The final 
section of this chapter outlines the actual process of implementing this framework. 
 
Ontological and Epistemological Implications for Research 
Educational researchers have long argued about the reliability and/or 
trustworthiness of research methodologies chosen by those who undertake research.  
Mathematicians and scientists have tended to favour quantitative methodologies 
while social scientists have increasingly opted for qualitative studies (see 
Hollingsworth & Sockett, 1994).  Glesne (1999) believes that, whatever 
methodology researchers choose, it says something about the researcher’s 
ontological views: “People tend to adhere to the methodology that is most 
consonant with their socialized worldview…we are attracted to and shape research 
problems that match our personal view of seeing and understanding the world” (p. 
8).  We are also attracted to methodologies that match our epistemological and 
disciplinary views.  Denzin and Lincoln (1998a) support this view, arguing that  
qualitative researchers will consciously and unconsciously draw upon their own 
experiences of the world to choose a strategy of enquiry that will allow them to 
“make connections among lived experience, larger cultural structures, and the here 
and now” (p. xi).  We also tend to choose methodologies that have been used by 
those researching within the same disciplinary fields because these methodologies 
sit comfortably with us.   What these authors advocate is the adoption of a  
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methodology that allows researchers to understand their research world in terms of 
the intrinsic values they have. 
 
Thus, this chapter will explain the ontological, epistemological and disciplinary 
thinking that has informed the selection of my methodology.  I use the term 
methodology in the sense that Creswell (1994) does, to mean the entire process of a 
study which includes the notion of reality, the relationship between the researcher 
and what is being researched, and the language of the research.  Some authors use 
the term “research paradigm” in lieu of methodology.  For example, Guba (1990) 
defines a paradigm as the net that contains the researcher’s “epistemological, 
ontological and methodological premises” (p. 17).  Similarly, Usher (1996) refers to 
paradigms as “frameworks that function as maps or guides … defining acceptable 
theories or explanations, methods and techniques to solve defined problems” (p. 
15).  In other words, a paradigm is the interpretive framework that guides the 
actions of research.  Methodology and research paradigm are therefore often used 
interchangeably.  I am using them in the sense that a paradigm includes a 
methodology, as described by Usher and Guba.        
 
Qualitative research paradigms are generally those favoured by researchers who are 
seeking to understand the human/interpersonal phenomena that they are studying 
rather than testing a theory or reporting statistics.  To Creswell (1994), qualitative 
study is an inquiry process that seeks to understand a social or human problem, 
while Alasuutari (1995) describes it as “unriddling”.  In other words, qualitative 
research seeks to gather clues which could be used to gain an understanding of the 
problem.  Thus, qualitative research seeks to explain the puzzle under investigation.  
In seeking an understanding of my participants’ views, I have chosen to use a 
qualitative paradigm because I acknowledge that I am seeking a particular kind of 
understanding of my area of research.  I draw on researchers such as Gitlin and 
Russell (1994) who advocate a methodology that allows teachers as researchers to 
describe “legitimate knowledge” that comes from their “lived experiences” in 
schools (p. 185).  They describe this as “alternative” methodology because research  
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has long been within the realm of university scholars rather than teacher 
practitioners. 
 
Teachers-as-researchers can develop a dialogical relationship with participants 
which enables all participants to reach a mutual understanding of the problem: “The 
intent of this dialogue is not to discover absolutes, or “the truth”, but to scrutinise 
normative “truths” that are embedded in a specific historical and cultural context” 
(Gitlin & Russell, 1994, p. 185).  In other words, the notion of truth is tied to the 
perceptions of those involved with the research as well as the cultural context of the 
group.  This point is very appropriate for my inquiry.  My expectations and 
perceptions may influence my understanding and my study group will also have  
perceptions.  Nevertheless, Silverman (2000) points out that the ability of 
qualitative research to focus on actual practice “in situ” is a particular strength (p. 
283).  Finding a mutual understanding between researcher and participants in a 
given context is therefore one of the goals of teacher-as-researcher. (I acknowledge 
that there are potential difficulties but qualitative methodologists offer ways of 
representing differences of interpretation).  
 
My study is situated in qualitative research, as it was the most appropriate 
methodology with which to explore both a cultural studies field of inquiry and a 
critical literacy “praxis”45.  Elements of both this field of inquiry and praxis provide 
a framework that allows me to locate my research problem within a theorised 
methodology and therefore they are the underlying focus of this discussion on 
research methodology.  
 
Thus, research may take the form of a multimethod approach that is interpretive or 
naturalistic in approach and may be used to study the humanities and the social and 
physical sciences (see Denzin & Lincoln, 1998a).  As previously suggested,  
 
                                            
45 Critical literacy is defined as “praxis” in the sense that Marx would use it, a theorised practice.   
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qualitative methodologies are well suited to research that focuses on education.   
 
Also, qualitative methodologies are often supported by an interpretivist paradigm 
which sees reality as being socially constructed.  Indeed, Glesne (1999) suggests 
that “the ontological belief for interpretivists is that social realities are constructed 
by the participants in those social settings” (p. 5).  Therefore, this reality is different  
for each subculture, and is complex and ever changing.  Interpretivist researchers 
seek to understand the culture they are studying in all its specificities and 
complexities.   
 
An interpretivist paradigm which incorporates both a critical and post-structural 
framework, also sees reality as “multiple and socially constructed within constraints 
of equity and hegemony” (Smith, 1994, p. 44).  Of the two contributing 
frameworks, the post-structural framework focuses more on the realities 
constructed and represented within language or discourse.  This reality will also be 
multiple.  The criticalist paradigm is overtly political and strives to connect 
research to the ideals of social justice and to understand how the workings of 
discourse contribute to the maintenance or challenging of power structures and 
subject positions.   
 
As noted above, all methodologies emanate from ontological and epistemological 
assumptions, which may be either explicit or implicit.  Criticalist and interpretivist 
paradigms can be linked in that both view reality as being subjective and multiple; 
however, a criticalist paradigm subsumes the interpretivist in extending 
investigations to the broader socio-political and economic dimensions of the 
specific case.  An exploration of the relationship between the paradigms discussed 
so far enables me to locate my research more specifically.  My study is situated 
within the theoretical realm of cultural studies and draws on the praxis of critical 
literacy.  Both cultural studies and critical literacy praxis share common links in  
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terms of culture and practices; however, neither is a research methodology as such.  
As noted earlier in this discussion, both lend themselves to research that is critical 
and interpretive.  Critical researchers are those who value research that employs 
social and cultural criticism and who seek to uncover inequalities (Carspecken, 
1996).  Interpretive researchers recognise that reality is “constructed” by both 
researcher and participants and seek to make sense out of what they observe, 
although this is always culturally and discursively mediated.  Glesne (1999) 
describes this as providing an understanding of the “lived experience instead of 
abstract generalisations” (p. 22).   
 
Therefore, my study is situated within a critical epistemology as I am seeking to 
discover the cultural discourses that are produced through the use of computer 
narratives with their inherent gaps and silences (defined in Chapter 2) and the 
importance of the notion of pleasure that exists in engagement with these 
narratives.  My study can draw on an interpretivist epistemology in so far as I am 
seeking to understand from the participants’ and observers’ point of view what 
occurs within a classroom when students are engaged in the use of computer 
narratives.  In this sense, the interpretive nature of my study forms part of the 
critical orientation, since the participants’ behaviour and products will help me 
identify those gaps, silences and productive pleasures.  I acknowledge that my 
study group, a junior Extension English class at a private school, could be seen to 
have some advantages in terms of cultural capital, particularly linguistic 
advantages; however, as this is a new field and many of the students are not  
familiar with narrative computer games, the more traditional cultural advantages do 
not necessarily apply to these texts and assessment tasks. 
 
Thus far I have attempted to define my epistemological position in order to explain 
where I am theoretically located and why.  The next step in this discussion is to 
consider my choice of methodology.  Denzin and Lincoln (1998a) state that 
“qualitative research privileges no methodology over any other” (p. 5), however, as  
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a researcher I am cognisant of the need to have a well-theorised methodology prior 
to conducting my study.  Glesne (1999) also cautions that “qualitative inquiry is 
ever changing…and that you know best what methods you should use at the end of 
your study” (p. 15).  While this may be true (and indeed some elements of my 
original methodological plan needed to be refined), the section which follows 
reminds the reader of my research aim and objectives set out in Chapter 2 and 
discusses the methodology that guides my study.  Therefore, I am not suggesting 
that my study will be done haphazardly.  Rather, the implications are that 
researchers often struggle with methodologies and indeed methods in order to 
situate their research judiciously.  It is for this reason that I am providing a detailed 
description of the thinking that has formulated my methodology.   
 
Research Aim and Objectives 
My study flowed from one central research aim: 
 
to investigate the introduction of the study of computer games into the  
junior secondary English curriculum at one school. 
 
This aim was broken into four objectives: 
 
(a) to analyse the responses of English teachers and other stakeholders to 
the introduction of computer narratives into the classroom;  
 
(b) in doing so, to analyse the pedagogical work of the curriculum unit as 
social practice; 
 
(c) to analyse students’ understandings of pleasures derived from the 
narrative elements of computer games before, during and after 
participating in a critical literacy unit;  
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(d) to develop principles for a curriculum design which allows for the 
pleasures that students’ experience when interacting with computer 
narratives. 
 
A more detailed discussion of these objectives follows in later sections.  However, 
at this point in my discussion I am highlighting that my study is concerned with the 
cultural context of a classroom in which narrative computer games are the central 
focus.  The cultural context comprises the classroom, the school community and the 
narrative computer games themselves as all have practices and subjectivities 
associated with them.  Given that culture in a broad sense is central to my study, it 
follows that cultural studies should influence my methodology.  Critical literacy 
praxis, through my third objective, is also central to my study.  As previously noted,  
however, cultural studies and critical literacy are not in themselves research 
methodologies.  Rather, cultural studies is a field of inquiry and critical literacy is a  
term which refers to a range of educational philosophies and curriculum 
interventions that are evident in subject English classrooms currently, particularly 
in Australia.  Luke and Freebody (1997) suggest that literacy itself “involves 
malleable social practices, relations, and events that can be harnessed in the service 
of particular pedagogical projects and agendas for cultural action and that, indeed, 
literacy education can make a difference in students’ lives” (p. 1).  Critical literacy 
is concerned with “enabling us to take particular texts and explore the ways in 
which these texts are implicated in making the world the way it is; in helping to 
keep the world the way it is; and in ‘coercing’ us to see the world in certain ways 
rather than others” (Lankshear, 1996, p. 9).  In effect, critical literacy complements 
and extends a cultural studies epistemology as it seeks to make explicit the 
ideological workings of texts through pedagogical work.  The underpinning value 
of cultural studies to my methodology is examined in the next section.   
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Methodology 
It is difficult to give a single definition of cultural studies as a field of inquiry.  
During (1993) suggests that cultural studies “possesses neither a well-defined 
methodology nor clearly demarcated fields for investigation” (p. 1).  Put simply, 
cultural studies is the study of contemporary culture.  Within cultural studies, 
research falls into an interpretivist paradigm as it seeks to describe and understand 
cultural practices, social texts and subjectivities associated with culture (see Denzin 
& Lincoln, 1998a).  However, “very different definitions of the term ‘culture’ can  
be argued to represent cultural studies” (Alasuutari, 1995, p. 24).  Cultural studies 
became accepted as a field of inquiry and a discipline through the work of the  
Birmingham School46, which referred to culture as the “collective subjectivity” or 
the attitudes adopted by a cultural group or social class.  In the Birmingham 
School’s later studies, culture referred to the group’s behaviour and outlook on the  
world.  This later definition was synonymous with Bourdieu’s47 (1999) concept of 
“habitus” or the predispositions that are ingrained in particular groups or social 
classes that distinguish them from other groups.  This shared “habitus”, their similar 
thoughts, behaviours and leisure pursuits, unite and define them as a social group.   
For Bourdieu, culture can be defined in terms of the “cultural capital” that people 
who belong to a group use to build their worlds.  Cultural capital refers to the 
hierarchical concept of culture, that is, access to education, prestige and honour, 
networks of associates and financial capital.  These work together to define a 
person’s place in society.  Therefore, people who have social and cultural power 
have more access to material things, including specific forms of language and the 
“criteria of good taste” (Alasuutari, 1995, p. 26).  Thus, the form of cultural studies  
 
                                            
46 A detailed history of the cultural studies tradition can be found in During (1993) and Alasuutari 
(1995).  Chapter 2 of this thesis also provides a detailed discussion.  Cultural studies currently 
recognises that the practices and symbolics of everyday life must not be isolated from questions of 
power and politics. 
47 Bourdieu was a French theorist who influenced the cultural studies movement in the late 1970s.  
His work focused on the notion of “fields” which were characterised by their own space and time.  
Power relations between the dominated and the dominant fractions of culture suffuse each field 
(During, 1993). 
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that emanates from the work of the Birmingham School takes a critical stance 
towards the concept of a hierarchy in the definition of culture and objects to the  
notion of “high” culture48 where art and literature are concerned.  
 
Cultural Studies Methodologies  
Cultural studies has a long history of using methodologies such as interpretive case 
studies and ethnography (Denzin & Lincoln, 1998a). Interpretive case studies fall 
within the ethnographic ethos of “seeking out the emic49 meanings held by people 
within the study” (Stake, 1998, p. 93).  In this sense, the researcher is an  
interpretivist who theorises what the participants say in order to provide an 
understanding of their experience (Glesne & Peshkin, 1992).  Traditionally, 
researchers have used a number of tools of data collection: large scale surveys, in-
depth interviews50, artifact gathering and participant or peripheral observation.   
Elements of ethnography, particularly those that are congruent with an interpretive 
case study, underpin the investigation of my research problem, as it enables a 
teacher-researcher approach (not unique to ethnography of course).  In this sense, 
my interpretive case study is “participative research” as it is research  “in and for 
education” (Carr & Kemmis, 1986, p. 156).  Quantz (1992) argues that the form of 
research which is active in its approach to exploring issues of ideology, hegemony 
and culture in human studies, falls within this umbrella of participative research.  
By “active”, Quantz suggests that researchers rely less on academic history – 
research that has gone before - and more on the present and the particular  
participants involved in the study.  This has relevance for my study as my research  
 
 
                                            
48 “High” culture usually refers to cultural practices which are seen as being worthy of study because 
of their canonical or accepted merit, that is by the hegemonic cultural group.  “High” culture is often 
compared to “popular” (or modern/low) culture which is seen by some as having little educative 
value.   
49 Insider’s point of view (Glesne & Peshkin, 1992, p. 7). 
50 Seidman (1998) suggests that interviews are especially effective in educational research as they 
allow participants to explain their point of view.  Therefore, interview is an integral part of the 
interpretive case study. 
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objectives seek to explore issues of ideology, hegemony and culture for a particular 
group, a junior English class, and I as teacher-researcher need to make sense of 
what I observe as an instance of current practice – though this is necessarily 
informed by prior research and theorising.      
 
The form of interpretive case study that I believe is useful for my study is the 
orientation that sees research as a two-way communicative experience.  According 
to Carspecken (1996), this orientation “involves the exchange of understandings” 
between researcher and participants, therefore accepting that there is more than one, 
and that these understandings are “culturally typified” (p. 19).  However, what must 
be acknowledged is that the “understandings” which prevail are the researchers’ 
and the researched may feel that they cannot withhold information.  Issues of 
knowledge and power therefore affect the reliability of the two-way communication 
process.  I acknowledge that there are always going to be these relationships of 
power and suggest that all one can do is attempt to ensure not to exploit those being 
researched.  This is my ethical perspective.  
 
My interpretive case study also incorporate a critical epistemology in that my focus 
recognises that power is distributed unevenly and therefore claims to truth may in 
part depend on the level of power held by the system to which a claimant belongs.  
Power systems produce one version of truth and knowledge and researchers using a 
cultural studies framework may be interested in the material effects that this version 
has on people, including the researched.  If those who are perceived to hold little  
power consent to others’ claims of truth it may be because they feel compelled to, 
though there may be resistances (overt or covert).  Thus cultural studies may seek 
to analyse how discourses of truth are produced.  Therefore the notion of systems of 
power is more convincing.  Thus, the critical epistemology located within my 
curriculum planning and implementation seeks to expose the multiple “realities” for 
the situation under study.   My study can be categorised as an interpretive case 
study which seeks to understand how the various participants in the site deal with 
narrative computer games within English curriculum/classroom practice.  The unit,  
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which was developed to enable students to explore these games, is informed by 
elements of the critical (for example, matters of representation and textual 
constructedness) in keeping with the new syllabus for subject English. 
 
Adopting a Critical Stance 
What does it mean then to adopt a critical stance?  The epistemological and ethical 
paradigms that the researcher embraces will reflect their assumptions about 
knowledge and what is just, socially speaking.  From a cultural studies perspective, 
this means adopting a stance that acknowledges the different values accorded 
multiple discourses across and within cultural groups.  This is by no means an easy 
task.  For example, for subject English the high culture/popular culture debate 
remains visible in writings about education with proponents of high culture arguing 
for its supremacy on literary grounds and other researchers arguing for literature 
that reflects current culture (see Donnelly, 1998; see also Beavis, 1998; Beavis, 
2001; Sefton-Green, 2000).  Researchers who align with cultural studies have used 
a critical stance to examine aspects of culture, both canonical and popular, quite 
extensively.  However, the process of defining the epistemological and ethical 
paradigms that inform critical social research has only recently come under 
rigorous scrutiny.  As a result, critical researchers find it difficult to agree on a tight 
methodology (and perhaps this is unnecessary given its elastic nature) that 
embodies these paradigms (see Carspecken, 1996).     
 
Some researchers working out of a cultural studies epistemology may use their 
research to refine social theory rather than just describe social life.  Their work is 
directed towards what they see as “positive” social change, where positive is  
defined as change for the better for the disadvantaged.  This process of refining 
theory is a means of providing advocacy for change or indeed, of producing new 
practices.  These researchers must therefore acknowledge that their research is  
value-laden and work towards ensuring that their perceptions are acknowledged and 
that their research methodology and design are open to scrutiny.  Janesick (1998)  
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cautions, however, against allowing the choosing and defending of methods to 
become paramount to the detriment of the story being told (as did Smith (1994) in 
the previous discussion).  She describes this practice as “methodolatry”, a  
portmanteau term that combines method and idolatry (p. 48).  Qualitative 
researchers can become obsessed with the trinity of validity, reliability and 
generalisability which may be more appropriate for quantitative/experimental  
design.  From a cultural studies perspective, obsessing about method may cause the 
researcher to separate the experience from the knowing.  That is, as Janesick (1998) 
explains, “qualitative research depends on the presentation of solid descriptive data, 
so that the researcher leads the reader to an understanding of the meaning of the  
experience under study” (p. 48).  Thus, while methods can be pursued with rigour 
they should also be evaluated for their usefulness. 
 
Validity, Reliability and Data Interpretation 
Issues of validity, reliability and data interpretation are important for the qualitative 
researcher and are related to the notion of truth.  However, as alluded to previously,  
Janesick argues that there is a case for rejecting traditional views of these concepts.  
In critical research, rich description, clarification of researcher positioning, member 
checking, triangulation (through multiple data-collection methods), and peer review  
are ways of addressing the issue of validity (see Glesne, 1999).  That is, in 
qualitative research, it is better to view validity in terms of the trustworthiness of 
our reported observations, interpretations and generalisations (see Mishler, 1990).   
 
Maxwell (1992) argues for a realist approach to validity in qualitative inquiry.  This 
approach incorporates descriptive validity, interpretive validity, theoretical validity 
and evaluative validity.  Descriptive validity is concerned with the factual accuracy 
of accounts.  Interpretive validity addresses the participants’ understandings of 
what has occurred in the situations and events reported on.  There is no counterpart  
for this type of validity in quantitative research.  Theoretical validity refers to the 
“theoretical constructions that the researcher brings to, or develops during, the 
study” (Maxwell, 1992, p. 291).   
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Evaluative validity involves the researcher applying an evaluative framework to the 
objects of study, a critical interpretation.  This means that the researcher’s  
evaluation of what has occurred or been observed is an integral part of critical 
validity.  This realist approach to validity fits within a cultural studies field of 
inquiry especially in acknowledging the importance of participant perceptions or 
knowledge.   
 
Reliability and Generalisability 
Reliability and generalisability are problematic terms for a cultural studies inquiry.  
Creswell (1994) contends that the uniqueness of each study makes it difficult to 
replicate or generalize about the findings.  He suggests that the researcher should  
instead address the limitations of these terms and the categories or themes that may 
emerge from the data.  Reliability can be strengthened in qualitative research by 
separate observers coming to an agreement on the accuracy of accounts.  Limited 
generalisability “usually takes place through the development of a theory that not  
only makes sense of the particular persons or situations studied, but also shows how 
the same process, in different situations, can lead to different results” (Maxwell, 
1992, p. 293).  The implications for cultural studies are that the researcher must not  
ignore these terms, but rather seek ways to ensure that the central assumptions are 
clear and that themes are identified.  
 
In summary, my study is situated within the boundaries of a largely middle class 
classroom.  A cultural studies epistemology recognises that within that classroom 
there will be multiple discourses as diverse groups are imbued with their own 
cultural subjectivities.  To examine these multiple discourses, cultural studies 
researchers can use a critical research methodology, particularly as it allows for the  
participation of teacher-as-researcher.  This methodology recognises that issues of 
validity, reliability and generalisability are different for each study.  This idea sits 
well with cultural studies epistemology as replication and generalisations are often 
difficult to sustain across cases.   
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Reflexivity 
Researchers can also use “reflexivity” to ironically enhance the authority of their 
accounts.  To be reflexive is to recognise our own immersion in our historical and 
social world and reflect upon how this affects our language and practices.   
Although we cannot be “outside” this immersion we can imagine “thinking 
otherwise”.  Usher (1996) says that because research traditions are coded in 
language and discourse one effect is “to constitute the identity of both researchers 
and researched in particular ways” that are tied up with their socio-cultural contexts  
(p.27).  In other words, the relationship between researcher and researched may 
alter depending on the socio-cultural context of individual participants, including 
the researcher.  Also, educational researchers are still speaking for “others” when 
reporting the findings of research regardless of their methodological intent.  
Therefore, the notion of reflexivity cautions us to question our own practices of 
research and how they can become part of a dominant discourse through a false  
perception of the neutrality of research.  Thus, as Usher and Edwards (1994) 
suggest, as long as “writing is seen as a neutral vehicle for describing and 
theorising an ‘outside reality’” the process of imposing discourses of domination 
will continue (p.152).  Cultural studies researchers therefore need to view research 
as an inevitably textual practice of representation.   
 
Reflexivity is also tied up with the notion of validity, or more importantly for 
qualitative research as mentioned above, trustworthiness.  Mishler (1990) argues 
that research should be as “visible” as possible in terms of the methods used to 
collect data and especially the methods used to transform that data into a textual  
interpretation.  He sees validation as the “social construction of a discourse through 
which the results of a study come to be viewed as trustworthy “(p. 429).  His 
blueprint for building trustworthiness centres around three questions: “What are the 
warrants for my claims? Could other investigators make a reasonable judgement of  
their adequacy? Would they be able to determine how my findings and 
interpretations were ‘produced’ and, on that basis, decide whether they were 
trustworthy enough to be relied upon for their own work?” (p. 429.).  This blueprint  
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cautions the cultural studies researcher to pay close attention to the multiple 
discourses evident in the implementing and reporting of research. 
 
Methodological Implications of a Critical Literacy Praxis 
Critical literacy, as distinct from other forms of literacy education, is influenced by 
cultural, feminist, postcolonial and social theories and neo-Marxist praxis.  Lather 
(1991) and more recent proponents of critical literacy (see Gee, 1990; Lankshear, 
1994) – particularly a critical literacy that acknowledges the inevitably textual 
nature of our knowledge and our “truth” claims - argue that poststructuralism 
displaces the notion of language as transparent or of language as an ideological 
struggle.  According to Lather (1991), poststructuralism demands a shift from  “a 
focus on researcher ontology and epistemology in the shaping of paradigmatic 
choice, to a focus on the productivity of language in the construction of the objects 
of investigation” (p. 111).  To poststructuralists there is no final knowledge and 
thus the researcher is continually striving towards new ways of producing and 
legitimating (or contesting) knowledge and undercutting the researcher’s own 
certainties.  Some more recent forms of critical literacy draw on poststructuralist 
theorists such as Foucault (see Chapter 2), and may explore how ideologies, 
discourses, institutions and practices create the “mind-set or subjectivity” of the 
reader (Christie & Misson, 1998, p. 11).  Also, critical literacy recognises that 
poststructuralist thought, while providing an agenda for research in the classroom, 
is often “counter-intuitive and asks us to be suspicious of the obvious and natural as 
well as refusing to take the self as a single, stable grounding for experiential 
knowledge” (Christie & Misson, 1998, p. 11).  Therefore, while my research design 
(that is, the classroom implementation) is essentially situated within a critical 
literacy framework that is congruent with more recent practice, my wider 
epistemological view is influenced by certain tenets of poststructuralism – those 
concerning representation, partiality, subjectivity and the like, which are congruent 
with some versions of critical literacy. 
88                                                                              Chapter 3:  Forming Strategies  
 
 
 
A poststructuralist influenced critical literacy framework also allows me to research 
the notion of “pleasure” as it relates to the enjoyment students find in reading or 
interacting with technology in the English classroom.  (Some versions of critical  
literacy have often underestimated or been suspicious of the workings of textually 
produced pleasure.)  Reader response theories, discussed in Chapter 2, will also 
influence this framework because they allow for an interpretation of this pleasure 
from the students’ perspectives and thus allow for the construction of situated  
meanings.  Christian-Smith (1997) notes that “cultural studies has neglected until 
recently the politics of pleasure and desire which are integral to children’s TV  
viewing” (p. 54) and by analogy the politics and desires integral to “playing” 
computer narratives.  As we live in a world shaped by the mass media, popular 
cultural texts need to be studied in the classroom.  However, as these texts are 
invariably tied up with notions of pleasure, the “work” that is done with these texts  
needs to be sensitive to that pleasure (Misson, 1998a).  Critical literacy allows an 
understanding of how these forms of popular culture construct children’s 
understandings of the world and position them to take up various social, political 
and cultural identities.  In doing so, the notion of pleasure and desire can be  
explored.  As Luke (1997) notes, “teachers need to take seriously and to 
acknowledge students’ different readings of and pleasures derived from popular 
culture while guarding against potential slippage into vacuous celebration of  
individual taste, pleasure, or personal responses” (p. 46). This is important, as part 
of the focus of my research problem was to see how a critical literacy framework 
would affect/condition (but need not “kill”) the pleasure that students find in 
interacting with computer narratives.  I acknowledge here Christian-Smith’s (1997) 
caution that “children may tell teachers what they want to hear out of a sense of 
fulfilling teachers’ expectations for a more critical discourse” (p. 56), therefore my 
research design needed to address this caution. 
 
Thus far I am acknowledging that I am situating my study in a cultural studies 
epistemology in the sense that Fiske (1994) and Alasuutari (1995) use cultural 
studies.  I am investigating computer narratives as a form of popular culture and as  
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pedagogical texts.  Fiske advocates examining the power of popular culture via the 
media in order to understand the power of the institutions that market these  
programmes.  While this is not my focus, cultural studies, in this sense, may seek to 
expose and therefore produce resistances to domination and unequal power – a 
form of critical cultural studies.  Cultural studies may seek simply to understand the 
discourses of pleasure and desire at work, as for instance in the work of Alasuutari,  
who advocates examining the social construction of desires.  Cultural studies, in 
this case, seeks to expose the systems which construct forms of pleasure or desire, 
or at the very least, to understand what members of the cultural group understand 
about these experiences/affects.   
 
I am also situating my study within a critical literacy praxis as critical literacy is 
advocated in state curricula, although, as mentioned in Chapter 2, the term itself  
covers a number of approaches (Luke & Freebody, 1997).   My study is aligned 
with the form of critical literacy approach discussed by Lankshear 51(1996) as this 
form of critical literacy sits comfortably with a cultural studies epistemology.  This 
will allow me to envisage what practices may occur in a classroom that fosters an 
atmosphere of social justice where “every teacher is always a student and every  
pupil a teacher” (Lather, 1991, p. 63).  It is this philosophical standpoint that  
informs my research design. 
 
Research Design 
“Critical” research “requires that this particular articulation be accountable to … 
pedagogical/political projects linked to the assessment of society as inequitably 
structured and dominated by a hegemonic culture” (Simon & Dippo, 1986, p. 196).   
Thus, the interpretive research that I am engaging in is “critical” in the sense that I 
am researching a pedagogic project, computer narratives as cultural  
                                            
51 This form of critical literacy explores the ways that texts are implicated in making and helping to 
keep the world the way it is, and in persuading us to see it in particular ways rather than others 
(Lankshear, 1996) 
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commodities produced by organisations that influence a particular cultural group – 
teenagers in a subject English class.  A critical inquiry allows me to  
investigate whether and if so how this influence facilitates the shaping of a 
particular identity and cultural norms, the production of subjectivities and desires as 
well as social affiliations and whether curriculum design needs to address this 
influence.  My research is also interpretive in that I am attempting to provide an  
understanding of a “lived experience” while being critically reflective (Glesne & 
Peshkin, 1992, p. 19).  
 
Design Framework  
To facilitate a holistic understanding of my research design, the following 
framework summarises the data gathering and analysis methods used for each 
research objective.  The theory and thinking which underpins this framework is 
then discussed in detail in the sections which follow.   
 
Research Aim 
To investigate the introduction of the study of computer games into the  
junior secondary English curriculum of one school. 
 
Research Objective 1 
To analyse the responses of English teachers and other stakeholders to the  
introduction of computer narratives into the classroom. 
 
Data Gathering Methods 
• Pre-implementation interviews with all key stakeholders (that is, the 
Principal, Head of Curriculum, Head of English, classroom teacher,  
parents and focus students). 
 
• Reflective journals kept by classroom teacher and researcher. 
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• Discussions with classroom teacher and Head of English. 
 
Methods of Analysis 
• Domain and taxonomic analysis to identify patterns/trends/concerns  
in data. 
   
• Application of an interpretive process to elicit differences in  
discourses of subgroups. 
 
Research Objective 2 
To analyse the pedagogical work of the curriculum unit as social practice. 
 
Data Gathering Methods 
• Development of a curriculum unit to facilitate research process. 
 
• Videotaping of students in classroom. 
 
• Students’ writing from curriculum unit and final assessment. 
 
• Post-implementation interviews with classroom teacher and Head of  
Department. 
 
• Reflective journals from classroom teacher and researcher. 
 
Methods of Analysis 
• Transcripts of videotapes, interviews and reflective journals  
analysed to elicit “folk terms” and relationships that are used 
consistently and that relate to pedagogy (domain analysis and  
taxonomic analysis respectively).  
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Research Objective 3 
To analyse students’ understandings of pleasures derived from the narrative  
elements of computer games before, during and after participating in a  
critical literacy unit. 
 
Data Gathering Methods 
 
• Reflective journal and transcripts of discussion of my own  
preliminary reading responses to some of the computer narratives. 
 
• Interviews conducted with students. 
 
• Videotaping of students in classroom. 
 
• Students’ written assessment items. 
 
Methods of Analysis 
• Analysis of personal reflective journal and transcripts using elements  
of an interpretive process to identify links between my ideologies  
and discourses in relation to pleasure. 
 
• Analysis of transcripts of interviews and videotapes using elements  
of an interpretive process in order to identify the situated  
meanings of students’ explanations of pleasure.  That is, the  
meanings attached in the context of the research (the specific  
situation) and the cause-effect relationship because of their meaning  
in a cultural context. 
 
• Analysis of written assessment items through the application of the  
narratological analytic framework developed for computer games in  
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order to discover the links between students’ ideologies and  
discourses in relation to the pleasures described. 
 
• Analysis will seek to map and interpret changes as a result of  
curriculum intervention. 
 
Research Objective 4 
To develop principles for a curriculum design which allows for the 
pleasures that students experience when interacting with computer 
narratives. 
 
Data Gathering Methods 
• Endpoint interviews with classroom teacher and Head of English. 
 
• Reflective journals from classroom teacher and researcher. 
 
• Endpoint interviews with focus students. 
 
Methods of Analysis 
• Transcripts of interviews and journals analysed in order to find  
patterns and categories that lead to principles for curriculum design  
(domain and taxonomic analysis). 
 
• Application of an interpretive process to elicit what social goods  
 
(for example relating to gender or social class) are relevant for a  
given situation in order to inform principles for curriculum design. 
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Discussion of Framework 
This framework can be termed an inquiry-guided study.  Mishler (1990) uses this 
term to refer to a number of variants of qualitative research, including  
ethnographies and case studies, which acknowledge the interaction between theory, 
methods and findings throughout the research.  I am aligning my research approach 
with inquiry-guided research because I am not testing a hypothesis, rather I am 
engaging in a continuous approach of observation and interpretation that will 
change shape as my research progresses.  I draw attention to case study as a variant  
because I am arguing that a limited interpretive case study52 embedded within 
critical research is the best method of pursuing my research objectives.  This allows 
me to define the parameters of my research more concisely and limit the  
data collection, which Silverman (2000) contends is an imperative.  Put simply, my  
design framework and method of data collection consist of selection of a research 
group and site (my limited case study); pre-implementation of unit interviews with  
members of my participant group and relevant stakeholders53; the design, 
implementation and recording (by various means) of an exemplar junior secondary  
English curriculum unit on computer narrative incorporating critical literacy praxis;  
and end-point interviews with participants and stakeholders. 
 
The curriculum unit, included as Appendix A, was developed in such a way as to be  
congruent with the rationale, objectives and learning strategies suggested by the  
Trial-Pilot Syllabus for Senior English in Queensland, November 199954.  The unit  
is designed to explore the cultural assumptions, values, beliefs and attitudes that  
underpin computer narratives.  Students play computer narratives in the classroom  
and examine these narratives from a critical literacy perspective.  The unit is  
intended to allow for the pleasures that are associated with the playing of narrative  
computer games.  The assessment tool, which is one method of gathering data, is  
                                            
52 Limited in the sense that I intended to focus on a single classroom unit, bounded by time 
constraints and membership of the classroom group. 
53 The relevant stakeholders include school administration, parents and fellow colleagues, as the 
questions of research ethics and their underlying concerns about the research, need to be addressed. 
54 This draft syllabus has developed, to become the approved The Syllabus in English (2002). 
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designed to elicit students’ understandings of pleasures derived from playing  
narrative computer games. 
 
Six students will be selected to follow more closely throughout the study (the 
method of selecting these students is described more fully later in this chapter).   
This form of sampling will enable me to map particular responses of these 
individuals in more detail using domain and taxonomic analysis.  Also, the pre- 
implementation and end-point interviews will be conducted with these students as a 
group rather than individually, in order to lessen the “resistance” to being 
interviewed and to ensure that the data collected from these interviews are 
manageable in terms of volume (Glesne, 1999).  Group interviews might also 
encourage these participants to discuss their notions of pleasure as students often 
become animated when listening to each other and might therefore be able to 
articulate their understandings of what constitutes pleasure in more detail.   
However, I acknowledge the possible limitations of group discussions to elicit more 
private/personal understandings.  
 
Stakeholders will be invited to discuss their perceptions of and concerns about 
using computer narratives in classrooms prior to implementing the curriculum unit.  
This has a twofold purpose.  Stakeholders need to be consulted prior to 
implementing my curriculum unit in order to comply with the ethics of research.   
Also, as my first key research objective suggests, I am interested in the responses of 
stakeholders to the use of computer narratives in classrooms.  According to 
Springhall (1998), “moral panics” often accompany the introduction into  
classrooms of new forms of popular culture.  He suggests that the term has been 
defined differently at various times in recent history55 and needs to be used with  
                                            
55 Cohen’s work in the early 1970s defined “moral panics” as “a periodic tendency towards the 
identification and scapegoating of ‘folk devils’ (e.g. mods and rockers) whose activities were 
regarded by hegemonic groups as indicative of imminent social breakdown” (Springhall, 1998, p. 5).  
Other sociologists (eg. Horsfield, 1997) saw “moral panics” as something manipulated, in order to 
divert the working class from united action.   
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caution.  I am using “moral panic” in the sense that Springhall does, to refer to the  
range of “adult panic” reactions to forms of commercial entertainment that attract  
the young” (p. 8).  Springhall is not academically disdainful of these “panics” (that  
seem to be specifically a middle class phenomenon); rather, he is interested in the 
way in which certain types of literature and cultural commodities are established as 
preferential by practitioners of education while others are not.  Hence, my first  
objective seeks to discover the views that stakeholders articulate about using  
computer games, especially in an educational environment.   
 
Limited Case Study 
Selection of a research group and site is important early in research design as access 
to the site has to be obtained.  Denzin and Lincoln (1998a) warn that teachers who 
choose to research in their own employment site may find that they are placed in an 
untenable position because of the conflict between investigator and employee and 
issues of what is ethical to disclose about the research site.  However, if the 
researcher is adopting an instrumental case study approach, where the case is of  
secondary interest and the findings are used to provide insight into the issue under  
examination, this caution may be circumvented (Stake, 1998).  In other words, I 
could choose any junior secondary English classroom to be the focus of my  
research objectives.  I am choosing one within my own employment site because of 
accessibility, but I remain cognisant of the need to consider the problems inherent  
in this choice.  Reid, Kamler, Simpson and Maclean (1996) argue that any 
representation of what happens in classrooms is governed by the “researcher’s 
physical positioning within material reality”, therefore the “challenge for the  
researcher is to make explicit their underlying interests and agendas” (p. 87).  Thus, 
I am arguing that I can do research in my own employment site and keep  
stakeholders appropriately informed, providing I am critically reflexive in my 
collection and analysis of data and in my writing about this process.   
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Thus using a single case or “social site” allows me to gather data within a critical 
research approach and to apply an interpretive framework to this data.  Social sites, 
according to Carspecken (1996), are places where routine activities and social  
interactions take place, but which are delimited by geographical location and 
temporal activities.  In this sense, the case study is a boundary that allows the 
researcher to focus on the research issues.  This boundary allows the researcher to 
make a strategic choice about how much and for how long, the complexities of the 
case are to be studied (see Stake, 1998).  With this in mind, I am setting the 
boundaries of my study as the duration of a teaching unit (provided as Appendix 
A), which is designed as part of my research implementation, and I am using 
observation, videotaping, interviewing and student work as my means of data  
collection.  These data provide artefacts that may be categorised in a number of 
ways according to my analysis.  Categories (that I develop as part of my analysis) 
and description enable the researcher to present a version of what is seen.  Tripp  
(1994) argues that the researcher writes a perception of what has actually occurred 
according to the researcher’s cultural categories and language, but that it is not the 
only version.  Therefore, it is important that I identify for the reader the categories  
of data that I use to construct my case to increase the trustworthiness of my 
analysis. 
 
As I have already suggested, categories vary and are ascribed to the components of 
the data by the researcher.  They allow the researcher to seek patterns, which is the 
preliminary reconstructive analysis of data.  Carspecken (1996) describes this 
process as reconstructive because it communicates cultural themes and system  
features that may not be easily observable.  These themes and features represent the 
elements that distinguish one “cultural” group from another.  The researcher can 
reconstruct a number of core themes that exist within a culture to help describe that  
 
 
 
98                                                                              Chapter 3:  Forming Strategies  
 
 
 
culture.  Therefore, the critical researcher can use this process to analyse the case 
study site to determine patterns of interaction among participants, the meanings and 
power relationships associated with these patterns and thus develop categories.   
 
Triangulation 
As previously discussed, the issue of validity is also important to the researcher.  
For qualitative researchers, triangulation provides a form of trustworthiness, the 
alternative to validation.  Triangulation is the process of using multiple perceptions,  
that is a number of ways of gathering and interpreting data, to clarify meaning and 
verify the repeatability of an observation or interpretation, acknowledging that not 
all are perfectly repeatable (Stake, 1998).  An interpretive case study and critical  
research both use triangulation to ensure that the data gathering process, data 
analysis and research report are trustworthy.  For Miles and Huberman (1994), this 
means that the researcher should be able to use complementary methods and data 
sources to produce generally converging conclusions, but also to identify points of 
divergence (a poststructuralist allows for divergences and contradictions).  Hence, 
using interviews with participants and stakeholders, videotaping actual classroom  
practice and using student writing provides multiple methods of data collection as 
well as multiple “voices”.  I acknowledge that my chosen data collection techniques 
may not collect the “full” picture, but by using multiple methods, I aim to  
triangulate my data collection techniques in an effort to gain as full a picture as 
possible.  Ideologically, this also allows me to claim objective validity which is the  
process that allows me to claim that my primary record of events took place, as well 
as face validity and interpretive validity56. 
 
Giving participants a “voice” is inherent in critical research.  Carspecken (1996) 
suggests that conversing intensely with participants through interviewing  
 
 
                                            
56 Face validity and interpretive validity allow the researcher to claim that what is written is an 
accurate perception of what occurred in terms of presentation of data and analysis.  
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“democratises the research process”, although this may not be entirely possible (p. 
42).  Indeed, interviewing is one of the key techniques that ethnographers use to  
collect data because interviews allow the participant to tell their story.  As I have 
already noted, my research design utilises pre-implementation and end-point 
interviews to gain participants’ perceptions of pleasure in regard to computer 
narratives, as well as stakeholders’ perceptions about using computer narratives in 
subject English.  The series of questions asked are similar for both pre and end  
point interviews in order to add to the trustworthiness of this data.  The questions to 
students seek to elicit their understandings of what constitutes pleasure in relation 
to computer narratives.  The questions to parents and other stakeholders seek to 
examine whether they perceive the pleasure that students find in interacting with  
computer narratives to be a legitimate pleasure.  This will enable me to explore my 
final research objective.   
 
I will also document observations of students throughout the implementation of the 
curriculum unit.  This constitutes field note making which, together with interview 
transcripts, forms thin description, or the bare reporting of an act (Glesne, 1999).   
 
My written unit outline and notes are a vital part of my study and artefacts.  The  
curriculum unit as implemented is a site of study and a source of data.  Incorporated 
in this curriculum unit is an assessment tool that will enable me to critically 
evaluate my unit in terms of offering different ways of understanding computer 
narratives, as well as providing a means for students to articulate their pleasures 
(this assessment tool is included in Appendix A).  This will enable me to explore 
my third research objective which is to analyse students’ understandings of 
pleasures derived from the narrative elements of computer games before, during 
and after participating in a critical literacy unit.  Videotaping the students in the  
classroom also creates a useful visual and aural account of what is occurring 
although I acknowledge that it is only a partial record as not all students can be 
videotaped and important data may be missed.  
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Thus, I am intending to concentrate on the “focus” students as identified earlier.  
Artefact gathering, in terms of the curriculum unit itself and samples of students’ 
work, also provides important concrete evidence for any claims I may make about  
my research.  Fetterman (1989) refers to this as generating “a window onto 
participants’ classification and categorization schemes and practices” and certainly  
their discourses (p. 67).  Thus, incorporating a variety of data collection tools 
assists in the process of triangulation. 
 
Triangulation does not refer only to data collection techniques, however.  It also 
refers to using other people’s perspectives to ensure data collection is trustworthy 
(see Denzin & Lincoln, 1998a; Carspecken, 1996).  This process can occur by  
having another observer take notes at the same time as the researcher or by 
checking with participants that field notes are an accurate representation of what 
actually occurred.  The latter is the most viable for my research design.  Using 
various methods of data collection will enable me to commence developing an 
audit trail.  This audit trail will consist of the raw data mentioned in the previous 
paragraphs, as well as data reduction in the form of categories, data reconstructions 
or patterns, process notes, materials relating to intentions, and development of thick 
description or analysis which precedes theory building (Denzin & Lincoln, 1998b).  
The audit trail enables others to reconstruct the process used by the researcher to  
reach conclusions and hence increases the trustworthiness of the research.  Having 
discussed collection of raw data and the idea of creating thin description through 
categories, I turn now to data analysis methods that will be used to generate useful 
thick description for my research project. 
 
Approaches to Data Analysis 
My research objectives and data collection methods lend themselves to a number of 
forms of data analysis.  This could be true of many forms of qualitative research as 
often the process of analysis is eclectic and follows three core stages: developing a  
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system of organisation, segmenting the data and making connections between these 
segments (Tesch, 1990).  In this sense, analysis refers to a logical examination of 
something to determine its elements, the connection between elements and their  
relationship to the whole.  In other words, analysis is the process of searching for 
patterns and representing or reconstructing these patterns as versions of a social 
world (see Coffey & Atkinson, 1996).  For my research project, this analysis will  
not begin when data collection is completed; rather, it will be a continuing process 
that begins as soon as my research begins (Glesne, 1999).  Beginning with my own 
playing of the games and preliminary research with my sons, I will keep a reflective 
journal which will allow me to consider relationships and explanations that come to 
mind as the research unfolds.  This journal will prepare me for the more 
concentrated analysis that follows data collection.  
 
Domain Analysis and Taxonomic Analysis 
When my research begins I will have some ideas of what I might find; however, as 
I have never used computer narratives in a classroom before, it is still largely 
uncharted territory for me.  Thus, analysing the transcripts of interviews, 
observation notes and artefacts (video data and student writing) in order to 
determine relationships requires a systematic process.  Spradley (1980) is in favour 
of ethnographic researchers using domain analysis and taxonomic analysis to  
discover the cultural patterns that exist in data.  Cultural patterns are those patterns 
of behaviour, artefacts or knowledge that the group has learned or created.  
Identifying these patterns provides a mechanism for the researcher to understand 
the cultural knowledge of the group (Coffey & Atkinson, 1996).  In this sense, the  
critical researcher seeks to understand the insider meanings that are applied to these 
cultural patterns rather than just describe them.   
 
Domain analysis and taxonomic analysis allow the researcher to systematically 
move from observing a social situation to culturally defining it (Spradley, 1980).  
Firstly, the analyst discovers the elements of cultural meaning applied to a situation.   
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Then, the analyst finds out how they are organized.  The elements of cultural 
meaning are referred to as cultural domains and are the object of domain analysis.  
Taxonomic analysis organizes these cultural domains.  The ways that people talk 
help to construct cultural domains.  Spradley refers to these as folk terms and 
suggests that they will be embedded within a researcher’s field notes and other 
forms of recorded data.  The domain analyst searches through the description in 
field notes looking for terms that participants consistently use or looking for  
semantic relationships between words or terms.  This process involves taking the 
familiar (field notes) and looking for the hidden fields (domains).  Once this 
process has been done, the analyst can create matrices that demonstrate semantic 
relationships between domains.  For example, the matrix may show how a folk term 
is a kind of common term as in “an oak is a kind of tree” (Spradley, 1980, p. 94).    
Thus for my study, an adventure game might be a computer game or a game played  
by Scouts depending on the cultural group who use this folk term.  This process is 
therefore useful for rendering “thick” data into new understandings. 
 
Taxonomic analysis shows the relationships between things inside the cultural 
domain.  A taxonomy refers to a set of similar categories that are organised  
according to their semantic relationship (Spradley, 1980).  Therefore, taxonomic 
analysis reveals the subsets or themes within domains.  Returning to the analogy of 
the oak, taxonomic analysis would enable the researcher to discover the  
relationships between, for example, uses of oaks, where oaks is the cultural domain 
and uses is a subcategory of this organising feature (although different groups may 
show discrepant categories).  For my computer game analogy, computer games  
could be my cultural domain and the variety of uses for or genres of computer 
games could be two of my subcategories.  Therefore, using both domain analysis 
and taxonomic analysis allows me to reduce field notes and other forms of data to 
reportable patterns.  They provide a mechanism for understanding what students, as 
a particular social group, and stakeholders, a different social group (although there  
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may be overlaps as these include parents and their children) “say” about computer 
games and their associated pleasures.  Establishing patterns will ensure readers can  
trace the rigour in my data analysis (see Denzin & Lincoln, 1998a). Thus both 
domain analysis and taxonomic analysis are useful for coding field notes and other 
forms of recorded data and enable the researcher to begin theorising in order to 
provide an understanding of the study (Glesne & Peshkin, 1992). 
 
Application of Narratological Analytical Framework 
As previously noted, my data will lend itself to different forms of analysis as the 
study involves three distinct data sets.  Field notes and other forms of recorded data 
collected through observation and interviews have been the subject of the previous 
discussion; however, the other two sets of data do not lend themselves to the coding 
process.  These data sets are the student texts generated by the study and the  
computer games played during preliminary research and in the classroom.  
Therefore, the final method of data analysis which needs to be mentioned is the 
application of the narratological analytical framework I developed for narrative  
computer games.  The curriculum unit that is the focus of my research culminates 
in a task which requires the students to conceptualise their own narrative computer 
games.  During the early analysis phase, while revisiting the literature that had  
sparked my research, it became apparent that there was no analytical tool that 
would allow me to “get at” the understandings of pleasures that the students were 
suggesting in their tasks.  As this is vital for my research I needed to develop an 
analytical framework which is examined in depth in Chapter 2.  This framework 
complements the other form of analysis that I am advocating because it focuses on 
planes of discourse and domains of response, including pleasures, ideology and 
meaning making. 
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Use of NVivo to Code Data 
Having decided on the forms of analyses I would use for my project and knowing 
from my research design that a number of forms of data would be generated, 
including interviews, field notes and written text, I decided to investigate the use of  
computer technology to assist in drawing these data together.  Coding is usually the 
first step in the interpretation of data as it serves to organise documents and 
transcripts into a usable index.  Thus, I decided to initially use NVivo, a computer 
software programme developed by Qualitative Solutions & Research (QSR), to 
assist with this process.  This programme allows the researcher to code data using 
the computer and is particularly useful for coding transcripts of interviews.  I  
reasoned, therefore, that this coding would allow me to discover categories, folk 
terms and situated meanings that were particular to my cultural group.  However, 
despite attending a comprehensive workshop in using this programme, I still found  
it cumbersome to use, perhaps because I was a novice in the analysis of data.  
Reading Bryman and Burgess (1994) earlier in my analytical phase may have 
alerted me to the fact that the coding of materials is still laborious even with a  
computer and the researcher must be realistic about its usefulness.  Nevertheless, 
NVivo is useful for shaping early analysis, for familiarising the researcher with the 
data and therefore, for allowing the researcher to apply the first stages of data 
interpretation. 
 
Ethical Considerations 
As previously noted57, the naïve educational researcher operating within a cultural 
studies field of inquiry may believe that the written account of the research can 
empower the group studied, thereby effecting a “positive” social change.  To 
achieve this they strive to give participants unreserved access to data.  The caution 
here is that by attempting to effect change they are in essence making a value  
 
 
 
                                            
57 See the discussion on ‘Validity, Reliability and Data Interpretation’. 
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judgement about both the participants and the research data.  While this is 
inevitable, it is important that this judgement does not represent only the 
researcher’s ideological values.   Also there is often a temptation on the part of 
researchers to write their negotiated accounts as accepted views of reality because 
they are writing for the public domain and often for an institution (Scott, 1996). 
Therefore, while the cultural studies researcher accepts that participants should  
have control over their involvement in the study, the researcher must also 
acknowledge that they themselves are culturally situated in an educational research 
discourse and have a professional responsibility within that discourse community.   
In other words, they are generally writing for an academic community using the 
conventions of research and its associated reporting techniques.  This is often a  
literary activity, “using the conventions of written language”58; however, instead of 
textualised authority, applying these conventions can lead to a sense of fiction in 
the final written account as the researcher strives to transform the field into a 
readable textual form (Coffey, 1996, p.69).  Thus I am alerting the reader to a 
particular kind of literary strategy, the use of metaphor, that explains things in  
terms of analogies that are easily understood.  Ultimately, however, the researcher  
is striving for the authority of the authored account which acknowledges external 
influences and diverse perspectives and its own constructedness.   
 
Ethical considerations accompany all stages of research.  Miles and Huberman 
(1994) highlight the following: worthiness or significance of the research; 
researcher competency; informed consent; harm and risk to participants; honesty  
and trustworthiness of reporting; privacy, confidentiality and anonymity of 
participants; intervention and advocacy during research; research integrity and 
quality; ownership of data and conclusions; use and misuse of results; and conflicts, 
dilemmas and trade offs.  They do not offer these topics as guidelines.  Rather they  
 
                                            
58 According to Coffey (1996), the textual representations of our research rely on the writer and 
reader applying literary associations to bring meaning to the research account. 
106                                                                              Chapter 3:  Forming Strategies  
 
 
 
suggest that the researcher needs to be aware of these ethical issues throughout the 
research process, and actively pose questions in order to address these areas.  For  
example, the questions I might ask of ownership of data and conclusions may 
include: “Who owns my field notes and analyses? … And once my reports are  
written, who controls their diffusion?” (Miles & Huberman, 1994, p. 294).  All of 
these areas have implications for the integrity and quality of my research. 
 
Therefore, as a researcher, I am drawing on the ontological and epistemological 
orientations of critical theorists and interpretivists in that I am aiming to be as 
explicit as possible about my constructions and I am seeking to uncover the social 
meanings that accompany what people do in everyday life.  This thinking will 
enable me to draw also from the theorised discipline of cultural studies and the  
praxis of critical literacy in order to situate my study within critical research.  Thus 
I have described the methodological thinking that underpins my research design 
and that is vital prior to commencing my study.  Theorising the design of my 
research in detail and developing a comprehensive summary of this design allows 
me to embark on my research with some confidence.  I now describe the actual 
implementation of my research design in an endeavour to increase the  
trustworthiness of my research and to reduce the need for excess description in my 
chapters on data analysis. 
 
Implementation of Research Design 
Preliminary Research and Game Play 
Before embarking on the implementation of my curriculum unit, I needed to  
familiarise myself with the narrative possibilities in the computer games I had  
chosen, as well as with the actual “art” of game play.  I began playing Baldur’s 
Gate (1998), Silver (1999), Outcast (2000), Tomb Raider III (1998), The Curse of 
Monkey Island (1997), Drakan: Order of the Flame (1999), In Cold Blood (2000)  
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and The Wheel of Time (1998) in June 2001.  My tutors were my sons Andrew and 
Sam59, then aged 11 and 9 respectively.  While playing the games, I taped our  
conversations and kept a reflective diary.  This early research proved vital as my 
knowledge of the games and their potential assisted in the development of my 
analytical framework and in assisting students when it was their turn to play.  It also 
enabled me to observe the pleasure my sons found in playing as well as to  
experience this for myself, firsthand.  This early game playing also allowed me to 
apply my analytical framework to Baldur’s Gate to demonstrate the applicability of 
my framework.  This application is presented in the chapter which follows.   
 
Selection of Study Group 
My next stage was to seek permission from my study site to conduct my research.  I 
had chosen a Year 10 Extension English class at my own school, primarily because  
I had taught this class the year before and had established a rapport with the 
students.  The voluntary participation by all class members in my study is testimony 
to this.  I chose to use my own work setting and this class because they were 
accessible and I could enter the classroom as an observer whenever the class was 
scheduled for an English lesson.  Additionally, the teacher of this English class was 
a first year teacher and was keen to be involved in what she considered “cutting 
edge” curriculum.  The context of this study site is an Independent, co-educational 
P-12 college situated outside of Brisbane.  The college has an enrolment of 
approximately 1550 students, 800 in secondary, from many socio-economic groups 
(the college has a policy of providing a number of bursaries to the local 
community).  The college was in the second year of implementation of the Trial-
Pilot Senior English Syllabus when this study took place, with both teachers and 
students adjusting to the demands of this new programme.  I chose Year 10 as the  
level for my study because the curriculum unit at the heart of this research is  
 
 
                                            
59 Andrew and Sam have both given permission to be identified. 
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intended to be a bridge into this new Senior English programme. 
 
Pre-Implementation Interviews with Stakeholders 
Having been granted permission for this study by the principal, I provided 
participants with an information sheet, provided as Appendix B, and invited parents 
to attend an information evening with the intention of discussing any perceived 
anxieties.  In keeping with my research design I also continued my reflective 
journal.  I note in my reflective journal that only one parent contacted me to discuss 
her concerns and two parents attended the information evening.  These three 
parents were mothers of sons and were concerned about the perceived violence in  
computer games as well as the relevance that this unit had for their children in 
terms of English content.  I was disappointed with the small number of parents who 
attended the information evening.  However, all parents allowed their children to 
participate in the study so perhaps my explanations had allayed their fears or they 
were not as suspicious of computer games as the literature had suggested (see 
previous discussion in the Literature Review regarding the debate surrounding the 
use of computer games in subject English).  The next phase, then, was to seek 
interviews with parents to gain a deeper insight into the responses of parents, as 
stakeholders, to my intended research. 
 
As a result of my information sheet, two parents, one male and one female, agreed 
to take part in my research and be interviewed.  These interviews took place in the  
week prior to the implementation of the classroom unit and were taped and 
transcribed.  I used the same bank of questions60 for all adult stakeholders,  
including those selected from administration and the English teaching staff.  In 
total, five stakeholders were interviewed in this preliminary phase in keeping with 
my research design.  Unfortunately, the Principal was not one of these as he was  
 
 
                                            
60 This bank of questions emerged from the research that constitutes my Literature Review and is 
provided in Appendix B. 
Chapter 3:  Forming Strategies                                                                             109 
 
 
 
not available at the time; however, the Director of Curriculum agreed to be 
interviewed in his stead.  The other two stakeholders were the Head of English and 
the teacher who was implementing my unit.  All interviews were taped61 and fully 
transcribed to ensure trustworthiness and validity of data.   
 
Study Participants 
There were twenty-six students in the research class62, but in keeping with my 
research design I elected to choose only six for my focus group.  I argued in my 
research design that this would enable me to map their responses in more detail.  In 
order to get an even cross-section of students for my focus group I conducted a 
survey of game playing amongst the class.  This survey enabled me to select three 
female and three male students who either did not play computer games, played 
them for only a few hours per week, or played them on a very regular basis for a  
substantial period of time.  The results of this class survey are illustrated by Table 
1. 
 
Table 1: 
Game Playing Habits of Study Group 
Hours of Play Female Male 
0 hours 8 1 
1 hour per week 5 0 
2 – 3 hours per week 5 3 
6 – 7 hours per week 2 1 
8 hours per week 0 1 
12 –14 hours per week 0 1 
Total 20 7 
                                            
61 All audio and videotapes have been catalogued and filed to ensure trustworthiness and validity of 
data. 
62 The class was predominantly female as they had been grouped on subject English ability.  I 
countered this gender inequality by choosing three males and three females to follow closely.  The 
literature had also suggested that while males are the biggest players of computer games, and 
marketing targets males, girls seem to be comfortable playing computer games in the home so are 
becoming increasingly comfortable with the medium (Smith & Curtin, 1997). 
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The students selected for the focus group were interviewed prior to commencing 
the unit, using the set of questions included in Appendix B.  This was in keeping 
with my research design to enable me to gauge the students’ current knowledge of  
computer games and their reaction to the idea of studying these games as a class 
text. 
 
Difficulties Encountered 
Having conducted all the pre-implementation interviews, it was time to implement 
the actual research unit.  The English Department had a classroom with fifteen 
computers that could be used for the teaching of this unit.  The Information 
Technology (IT) Department had agreed to load graphics cards onto these 
computers so they could run the software for the games I had chosen.  It was here 
that I encountered my first difficulty.  In Cold Blood (2000) required more 
sophisticated hardware than the school had available and therefore could not be  
used.  This was disappointing, as quite a few of the boys had been keen to play this 
spy thriller.  Thus my eight games had been reduced to seven.  The next problem I 
encountered was that Baldur’s Gate (1998), Silver (1999) and Outcast (2000)  
required the CD-ROM each time the groups63 wanted to play.  The other games did 
not so more than one group could play these games at the same time.  For the first 
week of the game-playing component of the curriculum unit, the students had 
difficulty saving their game progress.  This proved frustrating as the IT technicians 
could not seem to solve this problem.  Finally, one of the female participants from 
my focus group suggested that the problem had occurred with the installation of the 
games as they were set to “read” only, a precaution taken by the IT Department to 
avoid computer tampering from students.  Once this was rectified, the students’ 
progress could be saved and we encountered no more technical difficulties. 
 
                                            
63 Due to the number of computers in the English classroom I had to divide the class into groups 
which would stay together for the duration of the curriculum unit.  The students chose their groups 
according to choice of game or preference for work partners. 
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Structure of Research Unit 
The curriculum unit consisted of orientation, enhancing and synthesising phases 
which incorporated theory, game-playing, reflection and assessment work.  The 
design enabled the unit to be delivered in a single block, covering a six-week 
period.  The orientation phase introduced the students to the theory underpinning 
the game-playing phase.  This theory encouraged students to focus on the structure 
of narratives, reader positioning, gaps and silences and the cultural messages 
located in text.  Students were asked to adopt a critical stance to analyse video clips  
and to consider the notion of pleasure and its importance to textual study.  This 
phase took two weeks.   
 
Once the orientation phase was completed, the enhancement phase required 
students to indicate which games they were interested in playing.  My earlier  
playing of these games had given me the background to describe each game so that 
students could make informed choices. No one wanted to play Tomb Raider III 
(1998).  Therefore, my final selection of games consisted of The Curse of Monkey 
Island (1997), Drakan: The Order of the Flame (1999), Silver (1999), Baldur’s 
Gate (1998), Outcast (2000) and The Wheel of Time (1998).  As there were twenty-
seven students in the class, it was decided to have nine groups of three players.  The 
groups were kept small to ensure each group member had a reasonable amount of 
time to play the game.  Table 2 indicates the composition of groups playing each 
game. 
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Table 2: 
Game Choices 
Game Composition of Group 
The Curse of Monkey Island Three girls (including Anne*) 
The Curse of Monkey Island Three girls (including Cassie*) 
The Curse of Monkey Island Three girls 
The Curse of Monkey Island Three girls 
Silver Two girls and one boy 
Outcast Three boys (including Robert*) 
Baldur’s Gate Three girls (including Sally*) 
Drakan: The Order of the Flame Three boys (including John* and Paul*) 
The Wheel of Time Three girls 
*Not their real names  
 
The enhancing phase allowed students to play their chosen computer games and to 
reflect upon the narrative that was unfolding as they played.  Each group kept a  
reflective journal (initiated by the classroom teacher) to map the game’s narrative 
and to critically reflect upon the cultural messages and character stereotypes that 
were presented by the game.  Students were also asked to reflect upon the positions 
which they, as “readers” of the game, were encouraged to adopt. Students would 
arrive at class, form their groups and begin playing the games.  They would take 
turns at controlling the avatar and recording the unfolding narrative in their  
Reflective Journals.  This phase took three weeks and while I reasoned that this 
would be ample time, many of the students were keen to play outside of class time.   
To accommodate this enthusiasm the classroom teacher and I agreed to supervise 
game playing for the research class only (other students were keen to become  
involved) during lunch hours and after school depending on the availability of a 
teacher.  Students had to fill in a log each time they accessed the games outside of 
class time.   Table 3 below, represents this log. 
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Table 3: 
Time Spent Playing Outside of Class Time 
 
Name Game No. of 
Sessions 
Session Times  
(in minutes) 
Total 
(mins) 
Paul * (M) Drakan 6 35, 40, 40, 40, 35, 40 230 
Glenn (M) Outcast 13 35, 35, 40, 35, 35, 35, 40, 
35, 40, 25, 3, 40, 65 
463 
Brett (M) Outcast 4 35, 25, 40, 65 165 
Andrew (M) Drakan 5 40, 35, 40, 25, 35 175 
John * (M) Drakan 1 35 35 
Renee (F) The Wheel of Time 7 35, 35, 20, 30, 35, 40, 35 230 
Bronwyn (F) The Wheel of Time 6 35, 35, 20, 30, 15, 35 160 
Sally * (F) Baldur’s Gate 8 10, 20, 25, 25, 30, 25, 25, 
33 
193 
Danique (F) The Curse of 
Monkey Island 
4 40, 30, 30, 40 140 
Jilllian (F) Baldur’s Gate 6 40, 25, 25, 30, 25, 25 170 
Lauren (F) The Curse of 
Monkey Island 
5 40, 35, 35, 40, 33 178 
Lisa (F) The Curse of 
Monkey Island 
6 40, 30, 35, 35, 40, 33 213 
Jessica (F) The Curse of 
Monkey Island 
1 20 20 
Cassie * (F) The Curse of 
Monkey Island 
1 20 20 
Nikki (F) The Curse of 
Monkey Island 
1 20 20 
Whitney (F) The Curse of 
Monkey Island 
1 20 20 
 
(The students who are marked with an asterisk were respondents from my study group.) 
 
The final synthesising phase took one week and allowed the students to finalise 
their playing of the games and to focus on their assessment task.  In this 
assignment, the students had to create a pitch for a computer game design for a 
target audience of computer game producers; develop a series of storyboards to 
explain the design concept; and reflect upon the reader position their game 
encouraged as well as what would make their game pleasurable for players.  As per  
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my research design, these assessment pieces formed part of my data.  Throughout 
the orientation, enhancement and synthesising phases I met my six focus students  
on a weekly basis.  During these meetings we discussed the progress of the unit, 
what aspects they were enjoying, or alternatively disliking, and mapped their  
reactions to narrative computer games.  All discussions were taped and transcribed 
in accordance with my research design. 
 
Post-Implementation Interviews 
Two weeks after completing the curriculum unit I conducted follow-up interviews 
with the classroom teacher, Head of English and the six focus students.  These 
interviews were unstructured as I was interested in allowing these participants 
scope to discuss any aspects of the study that they were particularly interested in.  
Again, these interviews were taped with the participants’ permission and  
transcribed in accurate detail.  The Director of Curriculum was not interviewed as a 
busy school schedule had precluded his involvement in the study. 
 
Description of Data Gathering in the Classroom 
The research class was timetabled for five, 40-minute periods of English per week.  
I attended these lessons and wrote observation notes and videotaped students 
playing the games.  This allowed me to remain true to my research design as I had 
planned to do this as part of my data collection.  From these observations I wrote 
my own reflective journal.  The classroom teacher also kept a reflective journal 
which she emailed to me on a weekly basis.  As previously stated, each group kept 
a reflective journal where they recorded their thoughts about the game they were 
playing.  These journals were collected but did not prove useful as they culminated 
in descriptions of the games played in class rather than reproductions of the cultural 
messages the students were analysing in these games.  All students completed the 
assessment item at the end of the unit.  These assessment pieces were collected and 
photocopied to form archival evidence as well as data.  Students whose work is 
reproduced as part of this study have given permission for this to occur in line with  
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my ethical commitment.  The curriculum unit which formed the basis of my 
research and data gathering is included as Appendix A. 
 
Chapter Conclusion 
Thus, this chapter has outlined the ontological and epistemological thinking that 
underpinned my methodological choices.  My research can best be described as an 
interpretive study of the impact of introducing narrative computer games in one  
subject English classroom, but from a critical perspective.  My research is located 
within a cultural studies “umbrella” as this allows me to discover the situated 
constructions of pleasures that one cultural group suggests are accessible through 
using narrative computer games for classroom study.  My study also seeks to 
discover the constructions of alternate pleasures that stakeholders in this cultural 
group may hold.  In the next chapter, I examine the application of the narratological 
analytical framework discussed in Chapter 2 to both commercial computer-based 
narratives and student assessment pieces.  This chapter represents the 
commencement of my data analysis as outlined in my research framework. 
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Chapter 4: From Baldur’s Gate to Alexia’s Quest 
In Chapter 2, I discussed the development of a framework that would enable me to 
analyse both commercial narrative computer games and the designs developed by 
students undertaking my research unit.  In this chapter, I am describing the 
processes of my playing narrative computer games early in my research and 
evaluating the application of my framework to these games and to the students’ 
work that formed part of my research.  This framework is reproduced below for 
ease of reference.  The application of my framework to one commercial narrative 
computer game, Baldur’s Gate, and to a sample of the students’ conceptualised 
games will allow me to comment on the usability as well as the limitations of this 
framework.  This phase is important to my study as I argue in Chapter 2 that this 
framework was developed in order to demonstrate the complexity of narrative 
found in computer games as well as to provide a means for analysing the students’ 
work resulting from the curriculum unit.   
 
Preliminary Exploration 
My data collection began with my preliminary playing of narrative computer games 
with my two sons64, Andrew and Sam (aged 11 and 9 at the time).  My purpose in 
researching games was to become familiar with the narrative content of the games 
and to observe and record some of the discourses that players may draw on to 
communicate with one another and that are on offer in the texts when games are 
being played.  This enabled me to decide whether the games I had selected were  
suitable for classroom use65.  This was the first part of my research design and was 
necessary, as choosing games with a strong narrative component was integral to the 
focus of my curriculum unit.  Thus in playing the games, I was learning how to 
control the characters and more importantly, how to distinguish between the 
different genres of computer games, because not all computer games share the same  
                                                
64 Andrew and Sam have both given permission to be identified in this thesis. 
65 Ryan (2001) and Juul (2001) both note that computer games vary in their use of narrative themes 
and many games proved inappropriate for my purposes because they lacked a strong narrative 
structure. 
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narrative elements or structure (for example, individuated characters, goals, type of 
settings or actions). 
 
Narrative Computer Games 
My initial focus centered on eight games66 that had been recommended by young, 
avid game players: Baldur’s Gate, In Cold Blood, Drakan, Silver, Outcast, The 
Wheel of Time, The Curse of Monkey Island and Tomb Raider III.  These games all 
have narrative components although some are not as strong as others.  Baldur’s 
Gate, Drakan, The Wheel of Time and Silver are similar in that they are all role-
playing games (RPG) with a medieval quest theme.  The RPG genre usually has a 
detailed story-line that is given in film segments (cut-scenes) and back-stories, and 
involves the player in the action through the solving of puzzles before they can 
progress to the next level.  Outcast has a science fiction theme, In Cold Blood is a 
spy thriller, The Curse of Monkey Island is a cartoon adventure with a pirate theme 
and Tomb Raider III is an archeological adventure that may best be described as a  
clone of the Indiana Jones movie/game genre67.  The games differ in the use they 
make of the elements that I have suggested in my narratological analytical 
framework68 (see Figure 5).     
 
 
 
 
 
 
                                                
66 These games became the focus of my study because they had a narrative structure, were not 
overly violent and provided some variety in story, style of play and visual appeal.  I was able to 
borrow four of the games from family members and I purchased the others.  The manager of the 
store where they were purchased was quite interested in my project and spent some time 
recommending games that would be suitable for classroom study. 
67 It is interesting to note that the Indiana Jones movie trilogy preceded the computer games of the 
same namesake, but that the Tomb Raider movie was made as a result of the preceding computer 
games bearing the same name. 
68 This framework incorporates ideas from Aarseth (1997) and Kucklich (2001) and is defined in 
detail in Chapter 2.  It consists of the Events Plane, the Progression Plane, the Negotiation Plane and 
the Domains of Response.  
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Figure 5. Analytical Framework for Mapping the Narrative Components of 
Computer Games and Reader Responses 
 
 
My method of researching the suitability of these games, in terms of classroom 
usability and narrative structure, was to observe Andrew and Sam playing each one,  
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to question them about the story that was unfolding and my observations69, and then 
to experience the role of “player” myself.  These interviews were taped and  
transcribed and formed part of my early data collection, as did my notes on my own 
game playing.  Both boys were adamant that not only was there a strong story being 
played out, but that the complex story was important for their enjoyment of the 
game.  For example, when I observed them playing Drakan, Andrew said that the 
story was more important than winning the game because winning meant the 
experience would come to an end and he would have to leave the story behind.   
 
 Donna: So is the story important to you or is the winning important  
to you? 
 Andrew: A bit of both actually, more story though. 
Donna: Why? 
 Andrew: Well, I don’t exactly enjoy winning, because that means the  
game’s over. 
 Donna: So you enjoy the experience of playing? 
 Andrew: Yes. 
 Donna: Do you sometimes go and play in a different way so that you  
have a different story? 
 Andrew: Sometimes. 
         18 June 2001 
 
Therefore, there is both a desire for delay (of completion of the game) and a desire 
for completion of the game.  Thus desire remains and, according to a Lacanian 
theory of desire as lack, this desire generates a need to seek out yet more computer 
games. 
 
 
                                                
69 The notes from these observations proved invaluable when it came time to apply and evaluate the 
framework in Figure 5 in order to analyse and illustrate the narrative structure and pleasures of the 
games that are profiled.  The framework was developed later out of these initial observations. 
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This early research enabled me to begin thinking about what I might find with older 
students, to reflect on the world of gaming70 that my sons inhabit, and to view this 
world with more enthusiasm than I had previously.  Evidence of this change in 
thinking about the value of computer games is seen in my reflective comment, 
“they are clearly interested in each other’s games and use gaming as a socialising 
activity”  (Preliminary Research Reflection after playing the computer game, 
Outcast, 18 June 2001).  Because of my own earlier hesitation about using 
computer games in the classroom, I assumed that I might encounter some parents, 
members of the school administration, teachers and students (my stakeholders) who 
would also view the use of computer games in subject English with suspicion.  To 
allay this suspicion I needed to be cognisant of the subject matter of each game.   
 
Certainly, as noted in Chapter 271, there is debate surrounding the study of 
computer games in the English classroom because of the apparent lack of narrative 
structure as well as the questionable value of their content.  Therefore, my analytic  
framework, Figure 5, proved useful in demonstrating that a narrative structure 
could be identified in each of the chosen games and enabled me to discuss this 
structure with stakeholders. 
 
Pleasure in Gaming 
This early research also allowed me to begin focusing on the notion of pleasure in 
gaming and to observe the intensity of focus that accompanies this gaming.  As 
noted in Chapter 2, Turkle (1995) refers to this intensity of focus as “seduction”  
and suggests that in computer games, people have the chance to “experience 
themselves in a new, often exotic setting” (p. 31).  I refer to this seduction as 
immersion, a less controversial term, and it is this immersion, coupled with rapture 
and agency, that enables players to ignore temporarily the medium of the computer 
and to enter the screen world.  These processes also seem to enable players to forget 
the surroundings of the real world for a time.  This transient state seemed to be  
                                                
70 The term gaming is used to signify the act of playing computer games. 
71 See section discussing ‘A Discourse of Cultural Heritage versus Popular Culture’. 
Chapter 4:  From Baldur’s Gate to Alexia’s Quest                                                121 
 
 
 
what I was observing with Andrew and Sam.  My interview questions were 
frequently ignored as they focused their attention on the characters on the screen.  
They would talk to these characters or to each other about what they should do 
next, moving between immersion and reflection.  They would only focus on my 
questions when they were prompted to a number of times.  The following dialogue 
exchanges occurred while previewing Outcast and In Cold Blood: 
 
 Sam:  This is funny, trust me. 
 Donna: So it’s a bit of a war type thing? 
 Andrew: Sort of.  He copped a full right out front and he said guess  
not… 
 Donna: So there’s humour in this? 
 Andrew: Yep. 
 Donna: Who do you think would like this game? 
 Andrew: Lots of people; Aaron loved this game. 
 Donna: Guys? 
 Andrew: Yep. 
 Donna: What … 
 Andrew: This is when he was in the, when he was a Navy SEAL and  
one of his friends died. 
 Donna: Do you think girls would like this game? 
 Andrew: Yep.  That’s Marianne Wolfe. 
 Donna: Why do you think girls would like this game? 
 Andrew: Because it’s got a good story to it. 
        Outcast: 18 June 2001 
 
 Andrew: Okay, here’s where the game starts.  I’m the fellow in the  
black coat. 
 Sam:  Remember how to get past… 
 Andrew: I remember.  I’m good at this game Sam.  Okay, you have to  
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sneak past this.  This will look a bit predictable. 
 Sam:  I figured out this bit. 
 Andrew: Find me now! 
 Sam:  I was the first one to figure this out. 
 Andrew: I’m surprised they don’t see or hear me. 
 Donna: So do you choose what he says, or what do you do? 
 Andrew: Yep.  You can choose different things and he says stuff about  
the subject. 
 Donna: So is it a bit like Indiana Jones and the Secret of Atlantis? 
 Andrew: Sort of. 
 Donna: Where you had different dialogue boxes and you choose 
different… 
 Andrew: Watch this. 
 Donna: See how you don’t really have control over the narrative  
now, do you later?  (I am ignored).  Andrew, do you later? 
 Andrew: Yeah (vaguely). 
 Donna: And is it like… 
 Andrew: Bring it on!  (To the computer screen). 
       In Cold Blood:  18 June 2001 
 
The boys were peripherally aware of my questions but they were primarily 
immersed in the game, although this immersion tended to oscillate (in/out).  
Therefore, my questions were of secondary interest to their act of playing.   
 
An intimate knowledge of the games also allowed me subsequently to apply my 
analytical framework.  In Chapter 2, I noted that narrative computer games reveal 
different “stories” for each player (see Aarseth, 1997).  Therefore, the application 
of this framework to Baldur’s Gate represents the Planes of Discourse and 
Domains of Response elicited during my own play.  In keeping with the theorising 
from the literature, another player applying my framework may create a somewhat 
different narrative (although there are a set number of potential events) and may  
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elicit different responses in terms of pleasures, ideologies, significance and 
signification.  Similarly, the application of my framework to the students’ 
conceptualised games following Baldur’s Gate will represent my “reading” of the 
possibilities that exist in these concept plans. 
 
Application of Framework to Baldur’s Gate – Event Plane 
The description that follows represents my “novice” accounts as player, although a 
player influenced by my newly-developed critical interpretation. 
 
Potential of Events (Pivots) – My “Story” 
The story begins in Candlekeep, a fortress town on the Sword Coast.  The player 
does not know the final goal at the beginning.  The created character, the 
protagonist, enters an inn to buy weapons and armour.  Throughout the town the 
player’s character or avatar72 meets various people who tutor the avatar in battle 
training and who also send the avatar on minor quests.  These minor quests  
represent pivot points or bifurcations (points in the game which offer alternatives).  
The player does not have to undertake these minor quests; however,  
they offer the player a chance to gain game playing experience.  The avatar then 
meets up with his foster-father, Gorion.  Outside Candlekeep the avatar and Gorion 
are attacked and Gorion sacrifices his life so the avatar can escape.  Before his 
death, he instructs the avatar to go to the Friendly Arm Inn to meet with Khalid and 
Jaheira if anything happens to him.  The avatar is also joined by another character, 
Imoen.   
 
These three characters, Khalid, Jaheira and Imoen, become part of the avatar’s 
party and suggest that there have been strange occurrences in Nashkel that should 
be investigated.  This represents a pivot point in the game as the player can turn 
them down and continue on without them.  However, as they are helpful in 
completing the iron quest (a necessary quest to advance the game), the code of the  
                                                
72 Defined in Chapter 2 as a representation of the “real” player in a computer game (Goldberg, 
1998). 
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game will return the player to this point at some time.  The player (and characters 
who join the player along the way but who are controlled by the player) now starts 
to get glimpses of the main quest, which concerns the iron crisis.  The player’s 
party suggests that the avatar journey south to Beregost.  If the player chooses to, 
there are a number of side quests to undertake.  For example, the town mayor will 
ask the avatar to kill a wolf that has been plaguing the town and at an inn the party 
will be attacked by an evil mage woman.  If the avatar kills her s/he will find a 
scroll on her body that discusses an assassination plot.  These are optional pivot 
points as they do not advance the main story.   
 
The characters arrive at Nashkel and are told that the mines are infested with 
Kobolds, who are monster-like creatures.  The characters can choose to clear the  
mines, a pivot point, or undertake side quests73 which also represent pivot points.  
Clearing the mines leads the player to the main quest more quickly and therefore 
advances the plot.  After clearing the mines the characters meet an evil mage, 
Molahey, who has a scroll.  This is another pivot point as the player reads the scroll 
and proceeds to the bandits’ camp near Baldur’s Gate or alternatively, undertakes 
one or more of the minor side quests.  For example, when the characters arrive in 
Nashkel they can talk to Minsc who asks the avatar to help rescue his wife from the 
Gnoll stronghold.  The player can choose to ignore his request but Minsc will attack 
the party later on.  If the player undertakes this quest, Minsc will join the party.   
 
At the bandits’ camp the player is offered the choice of assuming a bandit’s guise 
or fighting the bandits.  In the leader’s camp there is another scroll that points to 
another mine.  This is another pivot point as the player needs to clean out this mine 
as well, in order to restore the iron trade for the entire realm.  The player does not 
have to undertake this side quest in order to get into Baldur’s Gate; however, I 
choose to. 
 
                                                
73 Side quests can also have pivot points. 
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The player enters the Iron Fist Mines.  The player must clean out the mines and 
flood it.  The player is given three choices.  Two involve rescuing all of the civilian 
slaves that are being held in the mines before flooding it either by having the avatar 
undertake the rescue or by paying 100 gold pieces to secure their release.  The third  
choice is to flood the mines without freeing the civilians.  This is a side quest that 
brings reward points to the player if s/he chooses to rescue the civilians.  After the  
player has flooded the mines another scroll is available from the dispatched enemy 
leader.  This pivot point leads the player into Baldur’s Gate itself.  I choose the 
“moral” pathway of rescuing the civilian slaves which saved money, took longer 
time but earned my avatar a better reputation.  [If I had chosen to flood the mine 
without freeing the civilian slaves it would have been quicker but my alignment 
with “lawful good” would have been affected and I would have lost valuable allies 
needed later in the game (the concept of alignment is discussed in greater detail in 
the section on characters).] 
 
From the Iron Fist Mines the party proceeds to Baldur’s Gate.  On entering, the 
player is offered two side quests, again pivot points in the plot.  The first side quest  
involves defeating an evil sorceress.  These side quests offer the player the 
opportunity to increase money and reputation points.  The player does not have to 
undertake them to be taken before Duke Eltan (the head soldier).  There are a 
number of optional activities that the player can undertake on the many levels of 
Duke Eltan’s compound, including battles.  The player is trying to find 
incriminating evidence about the leader of the Iron Throne who is behind the 
problems with the iron trade.  Before the avatar leaves Duke Eltan’s compound the 
Duke gives the avatar a book which will assist the party in returning to Candlekeep. 
 
The player’s party returns to Candlekeep and gains entry using the book.  The 
avatar finds a letter in Gorion's room which tells the avatar that his/her father was  
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Bhaal, the former god of murder.  The player’s party is arrested for the murder of 
Rieltar, the leader of the Iron Throne, even if the avatar is innocent.  One of the  
members, Imoen, is executed as an example to stop the rest of the characters from 
trying to escape.  Nevertheless, the party escapes from the dungeon and finds that 
the entire army positioned at Baldur’s Gate are shape-shifters who are working for 
the sinister figure responsible for Gorion’s death.  This does not represent a pivot 
point as the party must escape or the game will not advance.  If they escape they are 
able to defeat this army and another scroll points the way to an ogre stronghold.  
This represents another pivot point in the plot as the player could avoid going to the 
ogre stronghold.  At the ogre stronghold you learn from the Iron Throne’s second-
in-command that the sinister figure is Sarevok. 
 
The party returns to Baldur’s Gate.  The avatar learns that Duke Eltan is critically 
ill and that the party is being sought by the Iron Throne.  The avatar breaks into the 
Iron Throne citadel and learns more about Sarevok from Tamoko.  In return for the 
information she makes the avatar promise to defeat Sarevok but to spare his life.  
The avatar rescues Duke Eltan and arranges for him to leave Baldur’s Gate.  The 
avatar then defeats Cythandria, Sarevok’s lover, and receives two letters and 
Sarevok’s diary.  These reveal the evil doings that Sarevok has been involved in.  
Sarevok is installed as the new duke.  The avatar uses either the letters or the diary 
to convince two people from the Thieves Guild of Sarevok’s evil plans.  The avatar 
enters a maze full of many hidden traps beneath the city.  Tamoko approaches the 
party and the player can either choose to defeat her or let her live.  After facing 
many traps and fighting mercenaries the avatar defeats Sarevok and the game ends. 
 
Characters 
To start the game, the player must create a character.  Gender, features and 
occupation must be specified, as well as moral alignment.  Characters can be 
chosen from the following six character “races”: human, dwarf, elf, gnome, halfling 
or half-elf.  Occupations include wizardry, thievery or the arts of war, and 
alignments include “good”, “neutral” and “evil”.   Basic equipment for this  
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character must be purchased and then the player is introduced to the events of the 
game.  Other characters are introduced along the way.  The player can substitute 
other characters from a given range at any time but must keep the character they  
have created throughout the game.  I choose to make my character a female thief74  
who was aligned with “lawful good” (I could have chosen “chaotic good” but as the 
term suggests, this would have added a chaotic element to the way other characters 
in the game interacted with me).  All characters must select an alignment which is 
governed by their occupation.  For example, a fighter can be aligned with either 
“good” or “evil” while a cleric can only be “neutral” or “good”.  If I had chosen to 
align myself with evil, I would find that many of the people in the game who are 
“good” would attack me, I would be charged higher prices for weapons and other 
commodities, and the characters who joined my party would turn against me.  Thus, 
I was encouraged to align myself with “lawful good” as it made my character’s 
journey easier. 
 
The Voice, the Dungeon Master, narrates the cut-scene scripts.  The Voice’s role is 
to ensure that the player does not misinterpret the messages behind the cut-scene  
and thereby aids in the advancement of the plot.  The Voice often appears to be the 
servant of the intrigant and is the suggested “entity” that enables the “necessary” 
events to unfold in order for the story line to continue (as designed by the 
programmer).   
 
The intrigant is the player’s largely “unseen” adversary who seems to cause 
problems throughout the game or whose outwitting ensures triumphs for the player.  
The intrigant is variously described as the armoured figure or Black Knight by the  
Voice as the intrigant’s evil deeds are reported on.  The player rarely sees the Black 
Knight depicted in Figure 6.  However, at the end of the game, the player is able to  
 
                                                
74 A thief is an occupation in Baldur’s Gate.  A thief has the ability to hide in shadows, open locks, 
pick pockets and detect traps.  The implicit ideology is that the thief can be a lawful person because 
it is a legitimate occupation within this game. 
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put a name to the intrigant as it is revealed that the Black Knight’s name is Sarevok 
and that Sarevok and Imoen are siblings of the player’s character.   
 
 
 
 
 
This Figure (Figure 6) is not available online. Please consult the hardcopy thesis 
available from the QUT Library. 
 
 
 
 
 
Figure 6. Black Knight (Baldur’s Gate, 1998) 
 
 
Setting (Time and Place) 
The game is set in a time that appears to be fashioned on the medieval period with 
its use of swordplay and feudal systems, but as it is a fantasy, the time and place are 
invented.  The game does not utilise flashback or flash forward.  Side quests do not 
disrupt the chronological time in the game (although they do disrupt the playing 
time as the player could progress more quickly by ignoring them) but alter duration 
and sequence; they serve only to make the player more knowledgeable and 
therefore, more powerful.  The game is essentially chronological; however, it 
involves myriad side quests which ensure that one player’s reenactment of the 
sequence of events might be different to another’s. 
 
Baldur’s Gate is a city located on the orb, Abeir-Toril, which means “cradle of 
life”.  It is an imaginary, Earth-sized planet created to accommodate Advanced 
Dungeons and Dragons game play.  The planet consists of a number of continents.   
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The largest is in the northern hemisphere and is broken into: Faerun in the west; 
Kara-Tur in the east; and Zakhara in the south.  There are also two seas, the Sea of 
Swords and the Inner Sea.  This world is usually referred to as the Forgotten 
Realms and can best be described as an imaginary location similar to the world of 
J.R.R. Tolkein’s (1954) Lord of the Rings. 
 
The player is given an indication of the layout of this world via maps which appear 
on the computer screen whenever the player advances to a new site.  Figure 7 is an 
example of these maps. 
 
 
 
 
 
 
 
This Figure (Figure 7) is not available online. Please consult the hardcopy thesis 
available from the QUT Library. 
 
 
 
 
 
 
 
Figure 7. Map showing world layout (Baldur’s Gate, 1998) 
 
The player’s party traverses an open landscape until they enter a detailed location 
such as a building or a mine.  For example, Figure 8 depicts the Friendly Arm Inn  
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and Figure 9 shows the entrance to the Nashkel Mines.  The scene in Figure 8 
shows the player’s avatar and members of the party as well as people who may be 
approached to provide answers.  Objects in the room can be identified by moving 
the cursor over the object and if it has some importance to the game then the 
object’s name will appear.  The side bar on the left allows the player to check 
aspects of the avatar’s journal, inventory, character profile and spell book, as well 
as providing a quick link to maps and game controls.  The side bar on the right  
allows the player to have direct control over the characters who are pictured.  For 
example, by clicking on Imoen’s picture and then the talk button, the player can ask  
Imoen what she would recommend.  The talk button is found on the side bar at the 
far right of the screen, along with the following buttons: defend, attack, operate and 
form formations.  The large button located in the bottom, left corner is the time in 
game button.   
 
 
 
 
 
 
 
This Figure (Figure 8) is not available online. Please consult the hardcopy thesis 
available from the QUT Library. 
 
 
 
 
 
 
 
 
Figure 8: Detail of the Friendly Arm Inn (Baldur’s Gate, 1998). 
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This Figure (Figure 9) is not available online. Please consult the hardcopy thesis 
available from the QUT Library. 
 
 
 
 
 
 
 
 
Figure 9. Entrance to the Nashkel Mines (Baldur’s Gate, 1998) 
 
 
Negotiation Plane (Intriguee) 
In Baldur’s Gate, the player negotiates between the potential events that his/her 
avatar is presented with by the computer/dungeon master to create a version of the 
intrigue (story).  Within the narrative, the player’s avatar is the addressee/narratee 
and within the game play the player is the implied player/reader and negotiates with 
the Voice (the narrator), in this case the dungeon master, to realise an “ideal” 
unfolding of events after each pivot point.  Of course, the unfolding of events is 
only ideal in the sense that the game’s outcome depends upon the successful 
negotiation of a set number of events created by the programmer.   
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The player assumes the role of the main character, the avatar, who is construed as 
an orphan of unknown origins.  The dual focus of the plot is to find out who the 
player’s main character is and why Gorion (the main character’s foster father in the 
game) was killed.  Therefore, the implied player of the game is someone who will 
persist in the quest to unveil this mystery and who values deeds of valour as the 
means to this end.  This persistence is an alignment of desire alluded to by Juul 
(2001), discussed in Chapter 2.  The player is motivated to invest in the game 
because the player is always present via the avatar and the game seems to be 
evaluating the player’s performance. 
 
Progression Plane (Story/Ergodic Intrigue) 
Point of View – Perceptual/Conceptual 
The player is the perceiving agent, the one “who sees” (Stephens, 1992)75.  
Therefore, the player has an “all-seeing” or dramatic perspective of the characters, 
including the player’s avatar, and the setting immediately surrounding them.  The 
player has control of the characters but this control is not complete; the characters 
are still controlled by the rules of the game.  For example, if a monster attacks the 
party, rather than wait for the player to react, the characters will defend themselves 
automatically, but only with what means they have.  The game relies on the player 
to carry out the pivotal tasks, that is, to make choices. 
 
The player is also afforded a conceptual point of view in that he/she is able to 
interpret “intratextual acts” which comprise both those things observed as events  
and those made by the avatar in response to other stimuli (Stephens, 1992, p. 27).  
The player is occasionally provided with cut-scenes in the form of dream sequences 
that enable the player to interpret events.  They assist the player in understanding 
the motivations of the central character and could be described as a “stream of 
consciousness”.  The player must accommodate him/herself to this character by 
“growing into” it.   The game utilises a hero quest genre and the player is  
                                                
75 See Chapter 2, ‘Planes of Discourse in Narrative Computer Games’, for a detailed discussion. 
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encouraged to view him/herself in this guise of hero through subtle changes in the 
character’s appearance, to become more hero-like (that is, as the player becomes 
more experienced and gains wealth, s/he is able to purchase weapons and armour  
that enhance the avatar’s appearance, making the avatar appear more endowed).  
The sinister figure is the player’s enemy and is represented throughout the game as 
the embodiment of evil.  He is huge, with spiky, dark armour, glowing eyes and 
impressive weaponry (see Figure 6).   
 
Montage 
The plot is advanced through the use of visual images, narrated scenes, dialogue 
boxes and the player’s actions.  In this way, a montage of images, sounds and text 
is woven together to create meaning for the player.  In the cut-scenes, animated film 
sequences, various camera angles and shots are used to create the illusion of depth.  
For example, in the opening scene, an aerial shot is used above the town and the 
camera (or what the player would understand as the lens through which the images 
are viewed) appears to circle a specific building.  The shot then fades to a close-up 
of a man being thrown through a door.  The sinister figure is introduced using a tilt 
shot that makes this figure appear large and menacing.  The camera switches  
between close-ups of the victim and the sinister figure to show fear and burning 
eyes respectively.  When the victim is thrown from the tower the camera appears to 
follow the body to give the illusion of falling.  Other cut-scenes use panoramic 
shots or alternatively, the camera appears to zoom in on the action.  Cut-scenes 
include orchestral music, sound effects and dialogue.   
 
At each pivot point, the player is offered information via scrolls, letters, dialogue 
boxes or cut-scenes.  This information can be avoided; however, this avoidance 
does not give the player information needed to advance the plot.  By picking up the  
scroll, the player is directed to a new point in the story or a new section of the 
world map.  Some scrolls may be used to comment on either immediate or future 
actions, while other scrolls provide general information about the world or magical  
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spells.  The cut-scenes reinforce or supplement what the player has been told in the 
scrolls or letters.  Whenever the player enters an area that has not been visited 
before, an animated film sequence offers information about the alignment of people 
within the area (whether they are good or evil) as well as a basic overview of the 
terrain. These montage elements have a causal relationship in that certain choices 
cause a designated chain of events according to the game designer’s programming 
code.  Other visual elements include 3D graphics depicting maps and weaponry 
which assist in creating a medieval atmosphere.  Thus, there is a multiple textual 
layering in Baldur’s Gate.    
 
The background music to Baldur’s Gate also has a medieval effect and resonance.  
This music plays whenever characters are journeying, adding to the sense of being  
transported to another time and place.  Sound effects are used to emulate sword and 
weaponry clashes as well as unarmed combat.  Characters and creatures also make 
sounds; thus, montage is used to communicate a great deal of information in a small 
amount of time and to weave together disparate events to create a narrative for the 
player (Pennings, 2002).  For a detailed discussion of montage, refer to Chapter 2. 
 
Temporal Scheme 
The sequential ordering of events is generally chronological.  The story proceeds 
from where the central character is created; however, through making choices at  
pivot points, the temporal scheme for one player may be different to another 
player’s.  Each pivot point has bifurcations which may or may not be genuine 
alternatives in terms of advancing the story.  For example, choosing to accept the 
task of ridding the town of a troublesome wolf has no effect on the success of the 
game.  It serves only to gain reputation points and gain fighting experience.  Also, 
some choices may result in “dead-ends” where the player appears to learn little or 
indeed, where the player may be in danger.  If the choice results in the avatar’s 
death, then the player will need to start again with new knowledge.  Thus, the 
outcome of the temporal scheme would be affected by this chain of events.  As 
noted in Chapter 2, the temporal scheme also refers to the sense of time that it  
Chapter 4:  From Baldur’s Gate to Alexia’s Quest                                                135 
 
 
 
seems to take for these events to unfold.  In Baldur’s Gate the player can move the 
cursor over a clock which tells the player how much time has elapsed in the game 
world.  This time is not equal to the playing time.  For example, in my first two-
hour session (real time or chronos) I had been in the game world for over two days  
(kairos)76.  The avatar must also rest periodically to gain health (determined by the 
game’s underlying code) as fatigue can hamper the advancement of both the avatar 
and his/her party.  Therefore, there is a temporal delay of playing time whenever 
this occurs that sets up a need to keep playing.  This need is part of “the structuring 
of desire” (see Chapter 2 for a detailed discussion).    Thus, the quest time seems to 
mirror narrative chapters, with seemingly rising tension, followed by “time out” 
(similar to a chapter break), where the avatar rests to regain strength.  These 
“breaks” can cause frustration which in turn motivates the player to move  
beyond each break point (the structure of desire).  This temporal disorder is 
illustrated by Figure 10. 
 
  
  Kairos        Time of Quest                           Kairos 
 
 
  Chronos  Playing Time                            Chronos 
  
         Time Out 
 
Figure 10.  Temporal disorder in narrative computer games. 
 
Causal Scheme 
Baldur’s Gate has a detailed causal scheme that has been developed by the game’s 
programmer.  There is an “ideal” pathway (in other words, the pathway the 
programmer believes to be the most direct path to enable completion of the game) 
and there are many bifurcations from this “ideal”.  Some pivot points have direct  
                                                
76 Kairos is a Greek term for time that warps normal clock-time, referred to as chronos.  This was 
explained further in Chapter 2,’Planes of Discourse in Narrative Computer Games’. 
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effect upon this pathway while others have little effect.  For example, the avatar  
must undertake the quest in the Bandit’s Cave or he/she cannot progress to Baldur’s 
Gate.  This has a direct cause/effect upon the advancement of the plot.  Side quests, 
such as killing the wolf or rescuing Minsc’s wife, have a minor causal effect as they 
only serve to give the player extra money or reputation points.  They do affect the 
temporal scheme, but not necessarily the game’s successful completion77.   
 
Spatial Scheme 
In Baldur’s Gate the player views the playing space from a number of different 
perspectives.  When a cut-scene is playing, the player is distanced from the scene 
and views it from eye level.  When the player enacts agency in a scene, the 
perspective changes.  The player views the scene as if from a height (that is, above 
eye level) and there is a sense of depth created through the use of light and dark 
shading.  Sound also adds to this sense of perspective.  Sounds in the distance may 
echo, while sounds that appear close are sharper.  Thus, through this perceptual 
representation of space there appear to be measurable dimensions.  This sense of 
space moves away from the player during cut-scenes and narration by the Voice 
and moves nearer when the player can directly influence the action in the game 
through his/her traversing of these measurable dimensions (see Chapter 2, 
‘Domains of response in Narrative Computer Games’).  Thus, the spatial scheme is 
fluid, influenced by the sense of distance and perspective achieved through the use 
of 3D images and sounds. 
 
Pleasures of the Text 
Immersion 
In Baldur’s Gate, the focaliser is, in a sense, transported to the world of Abeir-
Toril.  Through the use of animated cut-scenes, which interrupt the game but which 
serve to immerse the player in this fantasy world, the game appeals to the visual 
and aural senses.  These senses combine to allow the player to become so absorbed  
                                                
77 A novice player like me tends to undertake side quests just in case I need help from the people 
later on in the game.  Therefore, I am trying to “second guess” the causal scheme. 
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in the game that for a time it is possible to “switch off” from the real world.  This is 
immersion.  The player can interact in this world by controlling the avatar and 
through the avatar’s actions has a sense of agency in affecting the direction of the 
narrative.  This agency, together with the information that is supplied to the player 
through cut-scenes and interaction with other characters, creates a strong narrative.  
Interaction and narrative combine to encourage immersion (see Kucklich, 2001).  
The richness and complexity of this game also encourage the player to think about 
the game after play, to rehearse possible problem-solving scenarios or to reenact 
scenarios; a form of serial immersion.  Thus, immersion adds to the pleasure of this 
textual medium.  
 
Rapture 
Rapture results from narrative and openness (aspects of structure), which combine 
to encourage players to be entranced by a game for hours on end (see Chapter 2).  
In Baldur’s Gate, the combination of a carefully woven, visual and aural fantasy 
with the traditional “quest genre”, enables the player to derive a strong sense of 
narrative through his/her actions and through an understanding of this type of  
genre.  The openness of the game, that is, the seeming multitude of possibilities and 
choices which are of course limited by the programmer, also enables players to 
create what seem to be individual pathways to complete the quest.  Therefore, the 
richness of the narrative and the multitude of possibilities create a rapturous 
pleasure for many players as they remain transfixed trying to advance the game to 
complete the story, or delay the completion in order to savour the fulfillment of side  
quests.  Thus, for proponents of fantasy, the world of Baldur’s Gate is large and 
complex with a range of different interactions that seem endless and create this 
sense of rapture. 
 
Agency 
Agency was discussed in Chapter 2 in terms of immediacy and imagination.  
Immediacy refers to a sense of having a close involvement in the game; an ability  
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to take meaningful action and see the results of our decisions and choices (Murray, 
1997).  In Baldur’s Gate, the player controls the avatar, and through the avatar the 
party, unless the code of the game interrupts this agency.  For example, when the 
avatar has completed a significant event, such as clearing the mines, or when the 
avatar and the party enter a new location, a cut-scene or the narrator interrupts the 
flow of the game to supply information and therefore the player’s sense of agency 
is temporarily disrupted. However, when the player makes choices something 
immediately happens and as the choices the player makes are not totally 
predetermined, the player has a strong sense of agency.  Imaginative agency refers 
to the imaginative preparation for play through rehearsal or the imagined 
reenactment of actions.  This imaginative preparation increases the player’s  
pleasure and activates rapture and immersion.  Andrew and Sam used imaginative 
agency when they were discussing what they could do in a game.  I also used 
imaginative agency in Baldur’s Gate as I thought through possible moves after a 
session of game play or when I recalled what I had done, in order to analyse the 
game.  Both forms of agency were at work when I chose to free the civilians from 
the mine, as I was making an immediate choice in the game but I was also thinking  
through what might happen as a result of making this choice or others.  Thus, both 
these aspects of agency are aspects of the pleasure experienced by the player. 
 
Ideologies 
In Chapter 2, I suggested that narrative computer games, through their immersive 
quality, foster the interpellation of players into particular ideologies.  These 
ideologies can be both explicit or implicit depending on a player’s cultural 
background and experiences.  In my reading of Baldur’s Gate, the explicit 
ideologies are recognised by signifying codes such as visual images and language.  
For example the visual image of the sinister figure is dark and menacing; in 
Western culture this is understood as being synonymous with evil.  The language, 
either spoken or given via dialogue boxes, supports the explicit ideology that 
defeating the sinister figure will be easier if the avatar becomes more powerful.  
Therefore, the assumption is that the player (and the party) are in the right.  The  
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player is encouraged to develop into a more powerful character through the 
purchase of better weaponry and armour with which to defeat all who stand in 
his/her way.  The pull of the narrative, the immersive quality and the immediacy of 
action in Baldur’s Gate encourage the player to ignore an implicit ideology, that  
physical violence and killing are an acceptable means of winning.  My excitement 
in learning how to wield a sword allowed me to ignore the fact that I was meting 
out death (although I acknowledge that this becomes explicit when I become aware 
of this).  
 
Significance and Signification 
At the narratological level, one of the themes on offer in Baldur’s Gate includes the 
possible triumph of either “good” or “evil”.  In my reading of the game, I chose to 
align my avatar with lawful good and in doing so chose to accept a discourse linked 
to this theme, the discourse of “morality”, which is also on offer in the game.  
Morality in this sense, refers to making choices that are considered legal and 
considerate in terms of the majority, rather than being self-serving.   These 
significances are set up by the game; however, not all are explicit.  It is possible to 
play Baldur’s Gate in quite a ruthless manner, ignoring the plight of those in 
danger.  “Good” will still triumph over “evil” and the player will still derive an 
explicit understanding of this theme.  However, through building in rewards for the 
player who makes “moral” choices, the programmer is implicitly signalling that 
morality is more satisfying than winning through unfair means and possibly, that 
this in some way condones the violence and death that the player is complicit with. 
 
Success/Limitation of Analytical Framework 
The application of my framework to Baldur’s Gate appears to be useful in 
demonstrating the strong narrative components inherent in this game, together with 
the invited responses to this narrative.  Thus the framework has possibilities in light  
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of the suggestion of critics of computer games that there is little to be gained from 
studying these games in the classroom (see Donnelly, 1998; Rushkoff, 1994).  
However, applying this analytical tool to the game concepts students in the study  
designed may show that it has limited use for assessing the worth of this curricular 
unit because the concepts are only that, not fully developed narratives.  The 
reflective analysis components within the assessment task asks students to explicate 
the cognitive thinking behind their games.  It is this part of the students’ work 
which facilitates the application of this schema and which is now discussed.  It is 
reiterated that the student game designs are just written concepts as opposed to 
actual games and therefore the potential for the analytical tool in this instance is 
hypothetical rather than realised.  Thus the application to Alexia’s Quest which 
follows is based on the written intent of the student (identified as a female) rather 
than an actual playing of a created game. 
 
Application of Schema to Student Work - Alexia’s Quest 
Event Plane (Plot) 
Potential of Events (Pivots).  Student 1 indicates at the start that this is just 
one example of how the events could evolve.  The player is introduced to the main 
character in the first two non-interactive frames.  In other words, she envisages that 
this would occur via a cut-scene.  The player is told (presumably by the characters 
or a narrator) that the main character, Alexia, lives a miserable life with her father, 
stepmother and two stepsisters.  Her stepmother and stepsisters are jealous of her 
thinking ability and her drive to complete tasks.  She is treated like a servant and 
when her family is invited to a ball but she isn’t, she decides to run away and fulfil  
her dream of becoming a knight.  Alexia journeys to Hegref to seek permission 
from the king to become a knight.  The player is told that this journey takes many 
months and that along the way Alexia has learned the arts of sword fighting and 
horsemanship.  She has also collected various items that will be helpful in her quest 
to become a knight.   
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Following these cut-scenes, the player’s avatar, Alexia, finds herself in the 
marketplace of Hegref.  The avatar can talk to several stall vendors to seek  
information about what she must do to become a knight.  She is also told about 
Perlim, an evil sorcerer who is trying to take over the kingdom.  The avatar is  
offered three choices: visit Kenneth, the king’s head knight, go directly to the king 
or undertake the challenges needed to become a knight.  This represents a pivot 
point in the story.  If she visits the head knight he is sceptical about a female 
becoming a knight but tells her that she must undertake, and be successful, in three 
challenges: the Logic Challenge, the Sword Play Challenge and the Chivalry 
Challenge.  If she chooses to go directly to the king she finds that he is young and 
handsome and they fall in love at first sight.  Alexia will ignore the king’s advances 
and he will send her to Kenneth so that she can undertake the challenges.  If she 
does not see Kenneth, she can choose to undertake the challenges.  She can choose 
not to undertake the Logic Challenge from this point; however, she must undertake 
the other two challenges.  
 
The Logic Challenge involves solving an ancient puzzle located somewhere on the 
city walls.  If Alexia solves this puzzle she will find a secret passage under the city  
and retrieve a map.  The Chivalry Challenge involves saving a “damsel in distress” 
from an evil witch.  During the rescue she must fight the witch with her sword, 
thereby completing the third challenge.  When Alexia has completed the challenges 
she returns to Hegref but is denied access to the king.  Alexia is told by the king’s 
guards that the evil wizard, Perlim, has kidnapped the king and taken over as ruler.  
Here, the second pivot point occurs: the player can choose to go in search of a horse  
or go in search of people to accompany her.  If the player chooses to search for a 
horse, she will encounter a crazy hermit who places obstacles in her way (carrots  
from the start of the game will come in handy).  If the player chooses to search for a 
party she will be joined by the “damsel” she saved and Kenneth, the knight.   
Alexia’s party will then commence a journey where the third pivot point will be 
offered. 
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The player can choose to find Merlin or rescue King Brad.  If the player chooses to 
find Merlin, Alexia will be given a liquid to vanquish Perlim and will continue to 
Hegref.  If the player chooses to rescue the king the party finds him in the forest, 
rescues him and they all return to Hegref (via Merlin’s cave).  Either way, the 
player needs to end up in Hegref, via Merlin’s cave.  The sequence of events will 
depend on the individual player’s choices.  At Hegref, Alexia finds Perlim and 
defeats him using the potion Merlin has given her.  The player is told that a green 
spirit leaves Perlim’s melting body (presumably via a cut-scene).  Alexia is 
knighted by King Brad who asks her to be his queen.  Even though she loves him 
she turns him down and rides off into the sunset (clearly influenced by Babette  
Cole’s (1992) Princess Smartypants).  The player is told that this may not be the 
end, again by a non-interactive cut-scene.   
 
Characters.  Unlike in Baldur’s Gate, the player has no choice in terms of 
who the avatar will be but must assume the role of the main character, the heroine 
Alexia Daventry.  The player is told that Alexia is strong-willed, determined and 
smart.  She  seeks an alternative discourse to that of most young women in the age  
of knights78 – she wants to be a female knight.  Alexia has been designed to be the 
antithesis of the stereotypical thin, blonde beauty of today’s society.  In her 
reflection about the design of the game (a specific task of the assessment  
component of the curricular unit), the student states that in designing Alexia she 
deliberately made her a strong brunette stereotype “because to become a knight she 
needed to be smart”.  She likens Alexia to Lara Croft or Xena Warrior Princess to 
position players to accept her in this guise of strong, intelligent female.  Alexia is 
the dominant character and the student has marketed her as an alternative to the 
male hero stereotype (Student Reflection).  Alexia’s family members are introduced 
in the first two cut-scenes but have no bearing on the game.  They serve only to 
reinforce the strength of purpose of Alexia’s character.  The player is told that 
Alexia’s father, Graham, is a poor farmer who has a new wife, Ursula.  Ursula and  
                                                
78 In a medieval context. 
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her daughters, Emily and Grace, are jealous of Alexia’s intelligence.  The student 
has deliberately set out to make them reminiscent of Cinderella’s family, therefore, 
while she states that she is trying to offer different discourses she is being “pulled 
back” by cultural stereotypes and conventional storylines. 
 
The king is also a major character although his role in the game is to be the person 
in need of rescuing.  The student has given him the name of King Brad and has 
used cut-outs of the real Brad Pitt (movie star) in the storyboard for her game.  He 
assumes an alternative discourse to most kings in fairytales, that of the helpless 
male who is rescued by the indomitable female.  Kenneth is the head knight and he 
forms part of Alexia’s rescue party, as does Alanna, the “damsel in distress”.   
 
Kenneth and Alanna undergo some changes in function and characteristics as the 
game progresses, perhaps to reinforce the disruption of gender stereotypes.  Perlim 
is the evil wizard set in the traditional mould and stereotypical of Western culture’s 
construction of wizards such as Merlin.  The student’s choice of name helps to  
reinforce this stereotype.  Perlim is dressed in dark robes and the student has used a 
cut-out of a skull to depict his head.   
 
He appears in a puff of smoke and when he dies a green spirit emanates from his 
body.  This latter phenomenon has overtones of Buffy, the Vampire Slayer as 
vampires die in this way, and points to the influence that popular cultural texts have 
on this student.     
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Figure 11: Alexia and Perlim 
 
Setting (Time and Place).  The game is set in a “medieval-style” world.  
The student states in her reflection that the setting is deliberately vague so players 
“can use their own cultural understandings to ‘create’ a more ‘real’ setting for the  
game”.  The characters’ dress and actions (sword play and horsemanship) are 
modelled on medieval times to enable players to “enjoy playing even more because 
they are using a setting they already know” (Student Reflection).  Presumably, their 
“knowing” comes from experience with other texts such as books and film.  The  
student also indicates that Hegref could be a city in America, Australia or a fantasy 
world.  Thus the student has tried to build in opportunities for players to exercise 
their imagination. 
 
Negotiation Plane  
 Intriguee.  In Alexia’s Quest, the student states that the order of events she 
has outlined is only one possible example of how the narrative could unfold.  
Therefore, she is encouraging the reader to understand that the design of her game  
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allows the player to intervene in the story by selecting the order and outcome of the 
events.  It is difficult to assess how successful this would be from the limited 
storyboard we are given; however, she does tell us that there are more events than 
those that she has described.  While the student does not specifically indicate that 
there is a narrator, the player is given information through cut-scenes.  Therefore, 
there is a narrator function delivering information about unseen actions which the 
player then negotiates with to achieve the student’s “ideal” version of the unfolding 
of events after each pivot point. 
 
Progression Plane – (Story/Ergodic Intrigue) 
Point of View – Perceptual/Conceptual.  As with Baldur’s Gate, the 
player is the perceiving agent in that s/he has a dramatic perspective of the game  
and of all the characters.  Thus, Alexia, with whom the player identifies is therefore 
the focaliser who sees objects and events within the game.  The player has control 
of Alexia’s actions, although this control is not complete.  The characters are still 
controlled by the rules/code of the game and in order to complete the game there 
are crucial tasks which must be carried out, such as rescuing the king and 
vanquishing the evil wizard.  The player can only assume the guise of heroine, and 
therefore, the perspective is focalized through this main character. 
 
The player’s conceptual point of view draws on filmic devices such as cut-scenes to 
interpret both the events that are observed and the various puzzles that the player 
must solve using the stimuli present in the game.  For example, Alexia acquires a 
carrot earlier in the game, and through interpretation of its uses, the player can 
complete a quest to capture a horse.   
 
Montage.  The student envisages that her game would include a montage of 
cut-scenes, animated sequences and bigger and brighter graphics (than normally 
seen in computer games) to increase the realism of the game.  The player can 
choose what they would like to say in a conversation, presumably from a dialogue  
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box.  The visual scenes (in the mock-up storyboard at least) consist of a montage of 
photographic heads and animated bodies placed within animated scenes.  The  
student has tried to give the player a sense of looking into a 3D picture.  There is no 
mention of the use of music or sound effects. 
 
Temporal Scheme.  The student has supplied a storyboard of the “ideal” 
sequence of events, although this sequence also offers alternatives.  As discussed 
earlier, the student envisages that there would be many alternatives to this sequence 
which appears to be mainly chronological with bifurcations offering side quests.  
The bifurcations do not lead to dead ends and we are not told what happens if 
Alexia fails any of the quests.  The student has focused on several key events which 
would suggest a warping (kairos) of normal time (chronos), as discussed earlier in 
this chapter.  The time of play, which may be hours, is also different to game time 
which can take several weeks/months in the game world to complete. 
 
Causal Scheme.  Alexia’s Quest does not appear to have as complex a 
causal scheme as Baldur’s Gate, although this analysis may be a little harsh due to 
the limited detail in the conceptual design.  However, the student has tried to build 
in a causal relationship between events.  For example, Alexia must undertake at 
least two challenges or she cannot become a knight.  She can avoid the Logic 
Challenge; however, if she does she will not retrieve a map which she needs in 
order to complete the rescue of the king.  Thus, there is a causal relationship set up 
between these events. 
 
Spatial Scheme.  The student states that the physical settings (space) for the 
game are bigger, brighter and more interesting than those found in previous games  
(Student Reflection).  The student may be alluding to a sense of three dimensional 
space; however, this is not clear from the student’s description.  It is not possible to 
comment accurately on narrative space because it is a concept and not a fully 
developed narrative; the narrative space is therefore limited.  
Chapter 4:  From Baldur’s Gate to Alexia’s Quest                                                147 
 
 
 
Pleasures of the Text 
Immersion.  In Alexia’s Quest, the student envisages that the player will 
come to imagine that they are in this fantasy world.  “The complex puzzles will 
keep even the keenest problem solver glued to their machine until the problem has  
been resolved.  The state-of-the-art graphics, well-drawn characters, an interesting 
setting, maximum interactivity and a brand new heroine…it can also supply a dose 
of comic relief” (Student Reflection).  Therefore, the combination of mystery, 
narrative and the richness and complexity of the graphics and the well-developed  
characters will ensure that the players remain interested in Alexia’s Quest.  Chapter 
279 discussed the idea of interactivity and narrativity (referred to in the Student 
Reflection in the paragraph below) combining to encourage immersion.  This is 
what the student has envisaged for her game.  Thus, immersion is a component of 
the pleasure of this textual medium.  
 
Rapture.  The student envisaged that players would find rapture from the 
richness of the narrative and the alternative discourses that are offered.  “The 
alternative discourses in the game…can both repel and attract boys…and therefore  
[they] play the game more because of [them].  A new and enjoyable 
plotline…encourages imagination and creativity” (Student Reflection).   The world 
presented is intended to appeal to the player’s imagination (a necessary component 
of rapture), by allowing the player to situate the game in the place of his/her 
choosing.  The student also builds in a sense of openness by providing a twist at the 
end.  The player assumes that Alexia has defeated the evil wizard; however, the 
combination of viewing the green spirit and the words “The End – Or Is It?” ensure 
further possibilities.  Thus, the “ideal” player is encouraged to be entranced by the 
game through the number of interesting possibilities and through the rich 
alternative discourse of heroine rather than hero.  Of course, the game may not 
appeal to all players, a point which the student acknowledges.  
                                                
79Chapter 2, Section ‘Domains of Response in Narrative Computer Games’. 
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Agency.  The player has some sense of immediacy in choosing the course of  
action, although this is disrupted during non-interactive cut-scenes.  The student  
envisages a strong capacity for interaction and thus, a strong sense of immediate 
agency.   
 
The complexity of the puzzles that the student hints at would also create a sense of 
imagined agency as the player might think about possible solutions to these puzzles 
while playing and before and after play.  Of course this latter is conjecture because 
Alexia’s Quest is a plan for a game rather than the real thing. Nevertheless, both 
these aspects of agency add to the pleasure experienced by the player. 
 
Ideologies 
The explicit ideologies in Alexia’s Quest are discussed in some detail by the 
student.  She states that she deliberately appealed to the players’ cultural 
understandings by using stereotypical Western or Euro-centric images of brave and 
intelligent women (that is, brunettes).   
 
In today’s society, the dominant discourse of beauty is thin and blonde,  
while the dominant discourse of brains is thought to be average-looking and  
brunette.  Alexia was made a brunette. 
(Student Writing) 
 
Thus she was using visual signifying codes to foster this ideology.  She also states 
that her explicit purpose was to present alternative discourses for players.   
  
The alternative discourses in Alexia’s Quest include saying that males are  
fairly stupid and not worth the effort and that Alexia does not really love  
King Brad at all.  
(Student Writing) 
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Thus, she is again signalling her understanding of an explicit ideology that still 
predominates: males are the usual heroic figures in many computer games.  
However, the student is inviting players to see alternatives to this discourse and 
therefore make these explicit.  Perhaps this is a forthright criticism of the dominant 
discourses which predominate in many narrative computer games. 
 
Significance and Signification 
At the narratological level in Alexia’s Quest, the theme of “good” versus “evil” 
predominates.  However, there is also the traditional fairytale theme of “rags to 
riches” through the game’s alignment with the Cinderella theme.  These themes are 
accessible to players because of their immersion in popular culture (through books, 
film and other texts), therefore, the themes are explicit and the player understands 
what the student is signifying.  The student states, however, that she wanted to 
challenge the cultural assumptions that the female is always helpless and the ideal 
of the male heroic with the conventional story closure of “marriage and they lived 
happily ever after”.  Therefore, the explicit theme that women can break this 
traditional mould is open to players.  Furthermore, the student seems to be 
promoting an increasingly popular and explicit discourse of female empowerment  
conveyed in the cultural icon of the “action girl”.  All female characters in the 
student’s game become capable of performing traditional male (literary and filmic)  
roles, such as “knight” and “rescuer”, perhaps signalling her intention to subvert 
stereotypes and promote a more agential female character.  The depictions of 
Alexia resonate with other “action girls” drawn from popular cultural texts such as 
Charlie’s Angels, Buffy or Xena – thus providing an example of the pervasive 
influence of popular culture on students. 
 
Success/Limitation of Analytical Tool to Concept Designs 
While Alexia’s Quest is a concept design for a narrative computer game, the student 
has supplied a detailed explanation of what the game could be like if it were  
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developed, as well as a reflective account of the thinking that went into the 
conceptualising of the game (the metacognitive aspect).  Given the detail of this  
development, the analytical tool was useful in teasing out the Planes of Discourse 
and the Domains of Response that could apply to this game.  The analytical tool  
also showed the student’s understanding of the cultural messages and the ideologies 
that are at work both explicitly and implicitly in narrative computer games.  The 
critical literacy unit she undertook in the classroom prior to completing this piece of 
work perhaps provided her with the knowledge to position players to adopt an 
alternative ideology.  The analytical tool that I applied makes it possible to identify 
this understanding.   
 
The student’s work which has been analysed here was the most detailed of the 
concept designs and as a result, the analytical tool proved useful in examining this 
work in light of my research design.  However, it is not my intention to analyse  
each student game in such detail.  Rather, I have created a table (Table 4) which 
summarises the application of the analytical tool to 12 student concept designs, 
thereby demonstrating its usefulness (or limitation) in terms of each component.   
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Table 4: 
Summary of Usefulness of Narratological Analytical Tool 
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Kraven’s 
Tomb 
3 3 3 3 3 3 3 3 3 ¯ ¯ 3 ¯ 3 ¯ ¯ 
Chip’s 
Gonel 
3 3 3 3 ¯ 3 ¯ 3 3 3 3 3 ¯ 3 ¯ 3 
Survival 3 3 3 3 3 ¯ 3 3 3 3 ¯ 3 ¯ 3 ¯ 3 
Beware 3 3 3 ¯ ¯ ¯ 3 ¯ 3 ¯ ¯ ¯ 3 3 ¯ 3 
Blood 
Money 
3 3 3 3 3 ¯ 3 3 ¯ 3 3 3 ¯ 3 ¯ ¯ 
Hope 3 3 3 3 3 ¯ 3 3 3 3 3 3 3 3 ¯ 3 
Bloodreign 3 3 3 3 3 3 3 3 3 3 3 3 ¯ 3 ¯ ¯ 
Pirates 3 3 3 3 3 ¯ 3 3 3 ¯ ¯ 3 ¯ 3 ¯ 3 
Stealth 
Fighter 
3 3 3 3 3 3 ¯ ¯ 3 3 ¯ 3 ¯ 3 ¯ 3 
 Lyla’s 
Flame 
3 3 3 3 3 3 ¯ ¯ ¯ ¯ ¯ 3 ¯ 3 ¯ 3 
D.S. 
McKenzie 
3 3 3 3 ¯ 3 ¯ ¯ ¯ 3 ¯ 3 ¯ 3 ¯ ¯ 
Void 3 3 3 3 3 3 ¯ ¯ ¯ 3 ¯ 3 ¯ 3 ¯ ¯ 
 
 
 
Table 4 shows that the analytical tool was very successful in examining all 
elements of the Event Plane.  This is not surprising as the three elements – potential 
of events, characters and setting - are present in traditional narrative texts with 
which students are familiar.  The students’ designs, almost exclusively, portrayed 
the player as the main character enabling a sense of the Negotiation Plane to be 
factored into my analysis.  The exception to this was Beware as the student gave no 
indication of which character (or characters) the player could assume and therefore  
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I could not successfully interpret how the player would “negotiate” the unfolding of 
the story.   
 
The analytical tool was both successful and of limited usefulness in teasing out the 
elements of the Progression Plane in the student designs.  For example, while the  
students did not describe the characters’ perspectives in their designs, their 
drawings did suggest the view that players would see giving some sense of the 
player as the perceiving agent.  Also, in most of the game designs I was positioned 
to see the main character as the focaliser who interpreted events within the game, 
because the students’ explanations pointed to this.  For example, in Void, the 
student writes: 
 
 …the reader plays a sinister and mysterious character called Void…Who is  
he?  What is he?…find out the answers to these questions.  
(Student Writing)   
 
The player assumes the role of Void and, through this character’s thoughts and 
interactions with other characters, discovers the answers to these questions.  In two 
game designs, however, the students did not provide enough detail to make a 
realistic interpretation of from whose point of view the story is told.  
 
Interpreting the use of montage relied on the students’ descriptions of graphics, 
sound effects, narration and cut-scenes.  Seven of the students commented on this  
mixture, although five did not.  This may have been an oversight as the curriculum 
unit certainly focused on these aspects of narrative computer games.  The same  
mixed results apply to the other aspects of the Progression Plane.  The successful 
application of the analytical tool to the areas of the temporal, causal and spatial 
schemes relies on the students having supplied enough detail in their explanations 
of how their games work.  While some students wrote enough for me to “loosely” 
interpret these aspects of their games designs, I would need to see more detail to be 
fully satisfied that these aspects of the Progression Plane could be correctly  
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analysed using my analytical tool.  For example, while most students supplied a 
diagram that demonstrated their understanding of events, which are dependent upon 
earlier events – the causal scheme, some diagrams showed that students had failed 
to understand the multiple pathways that are part of the appeal of narrative 
computer games (that is, their pathways were strictly linear). 
 
Within their game designs, students were asked to reflect upon those aspects that 
would make their games enjoyable for players.  Using these reflections, the  
Pleasures of the Text could be interpreted, although I acknowledge that this is to a 
degree conjecture because part of the pleasures lies in the actual interaction with the 
medium (the computer) which involves motor physicality and the aural sense.  
Agency was the easiest aspect to interpret as all but one student commented on the 
appeal of controlling the actions of the character in the game.  Immersion could be 
“loosely” interpreted through the students’ use of language that suggested players 
would be “transported to another world” where they could “escape” from “real life” 
(Student Writing - Pirates).  However, Table 4 indicates that only six students  
wrote about this aspect of narrative computer games.  Rapture was even more 
difficult to interpret as most students did not examine the ways in which narrative  
and openness combine to “hold” players for hours on end.  Therefore, while most 
acknowledged that their game designs included a strong narrative which would add 
to the player’s enjoyment, only three suggested that enjoyment was increased 
through multiple possibilities.  For example, the following student understood the 
“pull” of a virtual world but did not comment on whether the story had a number of 
possibilities. 
  
The narrative is detailed, different and engaging…[Players] lose themselves  
in this fantastic virtual exploration and discovery.  
(Student Writing – Hope)   
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All students used the term “enjoyment” in their reflections to position the readers to 
understand that their game designs were intended to provide pleasure.  This term 
was also used frequently by students during interviews to explain their own feelings 
about engaging with narrative computer games.  This reference to enjoyment is 
examined in detail in Chapter 5. 
 
The analytical tool was quite useful in examining the explicit ideologies that were 
suggested in the student game designs; however, it was of little use in teasing out 
implicit ideologies.  Again, this is largely because the game designs were quite 
brief in some cases and visual and aural imagery and symbolism could only be 
guessed at.  Most students relied on stereotypes and acknowledged that their main  
character was cast as the “hero”.  I was interested to find that six of the students 
stated in their reflections that they had deliberately tried to offer alternative  
discourses.  For example, in Blood Money, the main character is “feared by the 
general public” so that the player can see “an element of themselves that they did 
not know existed”.  This shift away from stereotypical to alternative ideologies may 
have resulted from the knowledge gained from the curriculum unit and/or other 
learnings in English Extension.  Whether it also resulted in a loss of pleasure in 
interacting with narrative computer games is examined further in Chapter 5. 
 
The final area examined using the analytical tool was Signification.  Table 4 
demonstrates that the analytical tool is of limited use in this area.  However, as I 
have indicated a number of times, the problem lies in the lack of detail in the 
students’ design briefs which resulted from the task specification, rather than the 
instrument itself.  Nevertheless, six of the students did allude to the general themes 
of “good” versus “evil” and “might is right”.  Perhaps if the students had been 
asked to write more specifically on this area, the analytical tool would have been 
more useful.  
 
In summary, the analytical tool showed some usefulness for analysing the student 
game concepts.  It demonstrates that the students were able to create plans for  
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narratives that clearly satisfied elements included in the Event Plane.  Many aspects 
of the Progression Plane were present, therefore this aspect of narrative computer 
games could be analysed as well.  Of the elements of the Domains of Response,  
explicit ideologies and agency were easily identifiable.  The analytical tool was of 
limited use where game designs lacked detail due to the task specification, or,  
alternatively, where students had neglected to consider these aspects of narrative 
computer games. 
 
Chapter Conclusion 
This chapter has demonstrated the usefulness of the narratological analytical tool I 
developed in order to demonstrate the richness of the narrative structure that 
underpins many computer games.  When I theorised this tool I knew that, if 
questioned, most players could discuss the “story” elements in narrative computer 
games and could give reasons for their enjoyment of these games.  However, I was 
seeking a tool that would enable me, and others, to systematically tease apart, not 
only the elements of the story, but the ways of responding to these elements invited 
by playing narrative computer games.  Looking back on the process of applying this 
tool to my “reading” of Baldur’s Gate, I can now state that my understanding of the 
multiplicity of readings and pleasures available in narrative computer games has 
deepened and is therefore able to accommodate the range of subtle and immersive  
enjoyment and knowledge that players can access.  Thus, while I was certainly 
supportive of computer games before my research, playing Baldur’s Gate and 
applying this tool has provided me with a theorised framework which serves as a 
persuasive tool for enabling a consideration of their inclusion in the English 
classroom.  This framework, and the associated theory behind its development, has 
the potential to enable other teachers to use it as an analytical tool and pedagogical 
tool to alert them to the things they might like to discuss with students with regards  
to computer narratives.  Thus, the analytical framework provides a mechanism for 
professional dialogue. 
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The application of the analytical tool to the student game designs, although less 
useful due to their limited detail, enabled me to recognise that the students were 
experimenting with the metalanguage of the new senior English course.  This was, 
of course, the intention of the curriculum unit as I had developed it as a means of 
filtering down the language and theory of the new senior syllabus.  For example, 
students were confidently discussing strategies of “positioning readers” and were 
suggesting “alternative discourses” in lieu of the more familiar ones.  While these 
aspects of the curriculum unit may have become apparent with the critical reflection 
of taxonomic analysis, applying the analytical tool to the student game concepts 
enabled me to clearly demonstrate how some students were displaying their 
understanding of the underpinning theory of the curriculum unit (I acknowledge 
that the students in this study were part of an extension class).  Thus, the analytical 
tool provides an explicit frame that enables teachers to read students’ texts that 
display multimodal features common to computer narratives.  The analytical tool 
also provides a strategy for thinking about the student game concepts as it enables 
practised readers (that is, teachers) to develop a method of thinking about the 
different roles of “reader/player” and “game designer”, thus enabling them to 
articulate their active processing of the game plan.  Furthermore, this metacognitive 
processing can be compared with readers’ understanding of traditional print 
narratives and the roles of “real reader”, “implied reader”, “implied author”, 
“narrator” and “narratee”.  This was an unexpected aspect of the analytical tool as it  
provided an explicit frame for reading texts that may otherwise be an implicit part 
of reading.  The analytical framework may therefore prove useful for other teachers 
in determining the kinds of learning experiences, in relation to narratives and an  
understanding of metalanguage and metacognitive thinking, encouraged in the 
subject English classroom.  The analytical tool may also be useful in determining 
the learning outcomes associated with an understanding of computer literacies 
suggested by the new senior syllabus. 
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Chapter 5: The Quest Continues 
 
In Chapter 3, I examined in detail the merits of situating myself within a cultural 
studies epistemology.  I explained that as cultural studies was not a traditional 
methodology I intended to use an interpretive framework, underpinned by a critical 
ethnographic approach, to draw inferences from the field notes, interviews and 
other forms of recorded data gathered during the implementation of my curriculum 
unit.  Part of this data has already been analysed in Chapter 4, specifically the 
student game concepts developed as part of the curriculum unit.  This chapter, 
however, will focus on discussing the interpretation of the thick data developed 
during the coding and categorising of interview transcripts, reflective journals and 
researcher observations.  To do this, the categories that enabled this data to be 
reduced will be examined, together with the interpretation that I placed on these 
categories in light of the literature discussed in Chapter 2.  This is in keeping with 
the reductive and deductive phases of analysis.  I have not included a lot of detail 
from this data in the body of the text.  Because of the limitations of space in a 
doctoral thesis, it has seemed more valuable to move directly to interpretation and 
synthesis of this data.  The summaries of the data in both Appendices C and D 
indicate the range of material that has been codified and forms the basis of this 
interpretation. 
 
Initial Coding Using NVivo 
Faced with the task of moving from data gathering to the analytical phase, I began 
transcribing the interview data and field notes I had collected as part of my study.   
In-depth interviews and observations generate an enormous amount of data, 
therefore, Seidman (1998) suggests that the researcher needs to make this more  
accessible by organising the data into categories or codes.  In Chapter 3, I outlined 
my intention to use NVivo, a computer software programme developed by  
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Qualitative Solutions & Research (QSR), in order to facilitate this process.  My 
initial coding generated some 85 categories which were largely repetitive.  This  
number was refined to create 29 categories which are listed in Table 5.  NVivo 
allows categories to be coded according to “parent” node and associated “child” 
nodes.  Using this hierarchy, English became an organising “parent” category and 
scope for computer games, illegitimate and legitimate became “child” categories.  
Categories can be renamed and moved from the original “parent” node to a more 
appropriate “parent” as the organization of the data is shaped in order to provide the 
best interpretation of the study.  In this way NVivo allows the researcher to develop 
early taxonomies and as this was one of my chosen methods of analysis for 
interpreting the data it seemed a logical tool to use early in my analysis phase.   
Table 5 
Node Listing - NVivo 
Nodes in Set: All Nodes 
1 (1) /English 
2 (1 1) /English/scope for computer games 
3 (1 1 5) /English/scope for computer games/gendered aspects 
4 (1 2) /English/illegitimate 
5 (1 2 1) /English/illegitimate/stakeholder anxieties 
6 (1 2 1 1) /English/illegitimate/stakeholder anxieties/alleviation 
7 (1 2 1 3) /English/illegitimate/stakeholder anxieties/remaining tensions 
8 (1 2 4) /English/illegitimate/negative aspects 
9 (1 4) /English/legitimate 
10 (1 42) /English/legitimate/positive aspects 
11 (3) /pleasure and learning 
12 (35) /pleasure and learning/social aspects 
13 (36) /pleasure and learning/engaging students 
14 (36 1) /pleasure and learning/engaging students/motivation 
15 (362) /pleasure and learning/engaging students/stimulating material 
16 (3 12) /pleasure and learning/productive pleasures 
17 (3 13) /pleasure and learning/through curriculum 
18 (8) /gaming and pleasure 
19 (8 1) /gaming and pleasure/heightened satisfaction 
20 (8 2) /gaming and pleasure/decreased satisfaction 
21 (8 4) /gaming and pleasure/guilty pleasures 
22 (9) /immersion 
23 (9 1) /immersion/serial immersion 
24 (9 3) /immersion/through character 
25 (9 4) /immersion/through narrative 
26 (11) /study outcomes 
27 (11 2) /change/teacher reflections 
28 (11 3) /change/student reflections 
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Analysis of Key Objective One 
NVivo also allowed me to create pictorial figures of these early taxonomies, 
particularly according to the key objectives which guided my analysis.  These 
figures are provided at the beginning of the discussion section of each key objective 
as an organisational framework.  They were useful in grouping coded data and 
enabled the creation of domains using the node as a cover term; however, more  
detailed taxonomies were created using taxonomic analysis80 in order to interpret 
the data more carefully.  These later taxonomies guide the interpretative discussion 
and are provided as Appendix C. 
 
To analyse the responses of English teachers and stakeholders to the introduction of  
computer narratives into the classroom. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 12: Early Taxonomic Responses to Key Objective One 
 
 
 
                                                
80Discussed in Chapter 3. 
   English
     illegitimate
  
 negative aspects  stakeholder anxieties
       alleviation       remaining tensions
   legitimate 
positive aspects
   scope for cgs 
    gendered aspects 
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These early taxonomies offered a means to systematically break down the 
responses of stakeholders and participants in the manner set out in my discussion of  
approaches to data analysis in Chapter 3.  They enabled me to focus on each key 
objective while seeking overlapping patterns or emerging themes, in order to 
interpret my main research aim which was: 
 
 To investigate the introduction of the study of computer games into the  
junior secondary English curriculum of one school. 
 
Domain Analysis  
I began the process of my research by faithfully adhering to my research design.  
Thus I collected and transcribed interview data that reflected the views of the 
administration, English teachers and parents at one independent college (although I 
acknowledge that this is a small cross section of the many views that are possible).  
My interviews were conducted with each participant using the same bank of 
questions to focus the direction of the interviews, although the reframing of 
questions sometimes altered the focus somewhat.  I also collected and transcribed 
interview data with the six students I had chosen to be the focus of my research.  
The questions devised for the students were different as I was more interested in 
gauging their feelings about the use of computer games in English before we began 
the research unit so I would be able to compare this data with post research data.   
 
Once collecting and transcribing the data were completed I was faced with “doing”  
something with it.  Initially, I began my analysis process by looking for common 
trends in what the participants were telling me.  I gave each of these trends or  
patterns a title (and often renamed them after reflection) that later became the node 
categories outlined in Table 5.  These node categories allowed me to code the 
participants’ dialogue so that I could focus on the implications of what they were 
saying.  NVivo also allows the researcher to refine further by asking questions of 
the coded data, although my coding process did not always facilitate this  
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questioning.  To make sense of these node categories in terms of my research 
objectives, I grouped them into node clusters and began looking for similarities and  
differences in the data.  Thus I had begun my interpretation of what the 
stakeholders were telling me; firstly, about the state of subject English in their 
school, and, secondly, how they viewed the use of computer narratives in the 
classroom. 
 
In my research design, I had suggested that I would begin looking for patterns and 
trends using domain analysis and apply an interpretive framework to elicit 
similarities and differences in the discourses of the subgroups.  This interpretive 
framework would allow me to produce taxonomies that could be used to group 
these domains.  Using Spradley’s (1980) domain analysis model (described in 
Chapter 3), I looked for cover terms, semantic relationships and included terms.  
The cover term represents the central focus in a single domain while the included 
terms represent the various ways participants describe the central focus.  The 
semantic relationship links these two categories together.  Thus, having coded my  
data under “parent” nodes, this seemed a logical starting point for creating cover 
terms and analysing the various ways the participants described these cover terms.   
 
The result was a series of domains (see Appendix D) that could be grouped into 
taxonomies to enable an interpretation of my cultural setting.  To facilitate an 
understanding of the process I applied, an example of one domain is provided here 
(see Figure 13).  The taxonomic analysis is discussed in greater detail in the next 
section. 
 
 
 
 
 
 
162                                                                        Chapter 5: The Quest Continues 
 
 
 
 
 
 
           
Figure 13:  Example of domain analysis. 
 
Figure 13: Example of domain analysis. 
 
My first key objective sought to elicit the responses of all stakeholders to the 
introduction of computer games into the subject English classroom.  Therefore, my 
initial domain analysis generated the following cover terms: changes in subject 
English, negative changes, inclusion [of computer games], non-inclusion [of 
computer games] and concern [about computer games].  Through interpreting the 
included terms which relate to these cover terms the following picture began to 
emerge.  The stakeholders are concerned about what is happening in the classroom 
in terms of the changes to the focus of the subject as well as problems with literacy.  
These two concerns illustrate the different focus that the teaching staff and parents  
exhibit.  The teaching staff are concerned about the impact of the new syllabus and 
technology upon subject English as well as the changing nature of students (ie in 
terms of behaviour and expectations).  The parents see the move away from  
functional English, a decrease in number of literary books studied and an increase 
in attention to visual media as a negative aspect of the changing nature of subject 
English.  Of course these concerns come as no surprise.  The literature suggests that 
there is marked concern amongst key stakeholders (for example parents, employers, 
politicians, sector interest groups, teachers, curriculum developers, professional 
development providers) about the impact on both teachers and students of an  
 
increasingly technologised English classroom (see Selfe & Selfe, 1994; Snyder, 
1997).  Therefore I expected to find both positive and negative dialogues about the 
changing nature of subject English, particularly with relation to new technologies. 
 
DOMAIN 
1. Cover Term: Changes in subject English 
2. Semantic Relationship: is a reason for 
3. Included Terms: expectations of workforce 
4. Example: Expectations of workforce is a reason 
for changes in subject English 
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A quick glance at the reasons stakeholders gave for including computer games in 
subject English as opposed to not including computer games indicates that there is 
more tentativeness than support.  Support is given when it is prefaced by 
curriculum design, theory and measurable outcomes.  The following statements 
from senior stakeholders encapsulate this qualified support:  
 
 We’d have to be careful that it was built into the curriculum. 
(Teacher C Interview # 1, 19 July 2001) 
 
 I mean the worst scenario is where you have somebody designing a  
computer game who isn’t very literate in the sense of understanding  
literature and understanding the syllabus and needs of the students.  
(Teacher B Interview # 1, 17 July 2001) 
 
Has to be an educational experience where the outcomes can be measured.  
(Teacher C Interview # 1, 19 July 2001) 
 
However, the reasons to exclude computer games far outweighed the support and 
were tied to stakeholders’ anxieties about their relevance to the curriculum, 
especially in terms of expectations about “outcomes” and “literature”.  My earlier  
review of the research and traditional approaches to English teaching (see Chapter 
2) suggests that these anxieties are not site specific.  Indeed, I had noted that the 
introduction into curriculum of a new mass medium was often met with a campaign 
by adults to regulate or ban from the classroom (Springhall, 1998).  While this 
extreme reaction was not observed in my study, adult stakeholders, myself 
included, were predominantly in their 40s and generally considered computer 
games to be a “violent” form of entertainment.  All adult stakeholders alluded to 
their concerns about boys and violence where computer games were concerned.  
Evidence of this concern is found in the data.  “Killing”, “violence” and “marketed  
 
164                                                                        Chapter 5: The Quest Continues 
 
 
 
towards boys” were common folk terms81 used by stakeholders when describing 
their reasons for negativity towards computer games in general.  More specifically, 
they used the terms  “educationally defensible” and “morally defensible” in 
describing their thoughts about computer games in the classroom. 
 
Looking Deeper 
These latter concerns were the initial impetus for my study.  If stakeholders were 
suggesting that computer games were not morally or educationally defensible, I 
needed to understand on what grounds they based their disapproval.  Therefore, I  
returned to an examination of the domains I had created in order to look for trends 
and emerging themes.  This was the next step in my research design - taxonomic 
analysis.  Taxonomic analysis seeks to link the developing patterns or discover 
opposing ideas embedded in the folk terms highlighted by domain analysis.  Three 
clear groups of responses emerged for key objective one.  Specifically,  
stakeholders’ responses could be grouped according to responses to changes in 
English, responses to computer games as text and responses to the suggested study.  
Using these three categories, the folk terms embedded in my domains were sorted 
and displayed in taxonomies that enabled me to see links between the terms.  These 
links are highlighted by the use of colour in order to make the interpretation clearer.  
For example, folk terms that belong to similar themes are linked together by a 
coloured line (in Taxonomy 1, Appendix C, literacy levels are linked by a blue 
line).  Using a similar system, a folk term from one taxonomy can be linked to 
themes in later taxonomies through the use of the same colour (in Taxonomy 11, 
different learning styles are linked by a purple line while Taxonomy 12 highlights 
the word “practicality” in purple).  In this way, emerging themes could be identified 
that might recur in the data or have implications for future curriculum design.  The 
set of taxonomies developed from the initial domain analysis is included as  
 
 
 
                                                
81 The cultural domains constructed by people within a study (Spradley, 1980). 
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Appendix C.  Each taxonomy is numbered to facilitate the linking of these 
taxonomies with the interpretation of this deeper analysis.  
 
The stakeholders’ responses to the changes in subject English (see Taxonomy 1), 
highlight that literacy is both an expectation and a criticism of these perceived 
changes.  That is, while stakeholders continue to expect subject English to produce 
students who can “read” and “write” proficiently, there is also concern that an 
increase in the new forms of technologised literacy leads to a decrease in traditional 
literacy levels.  This duality of expectation/criticism was discussed in Chapter 282, 
therefore this emerging theme for my specific research site was anticipated.   
 
However, I found it interesting that while the stakeholders were concerned about 
the impact of new technologies on literacy levels, they expected new technologies 
to be an integral part of the future of subject English.  
 
I don’t see where it fits in.  I don’t see the correlation between English as a  
language and the games.  I see that as two different things.  I don’t see how  
they interact... So whilst it’s just not pen and paper stuff, I think yes, they  
need to have a whole range of mediums by which to be able to enjoy the  
subject a lot more, so I guess I’m just contradicting what I’d said before.   
(Parent Interview # 1, 20 July 2001) 
 
…introduction of new technologies that do certainly involve 
 literacy skills [In reference to factors impacting on subject English] 
(Teacher A [Research Unit Teacher] Interview # 1, 17 July 2001). 
 
The responses to computer games as text (see Taxonomy 2) generated more  
 
 
                                                
82 See Section on ‘Current Contexts’. 
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responses than the other two taxonomies created for key objective one, which 
would seem to be in keeping with the discussion in Chapter 2 which suggests that a 
climate of debate surrounds the use of technology, particularly computer games.  
These responses fell into the binary opposites of either inclusion or non-inclusion  
[in subject English], and within these two opposites there were further folk terms 
that seemed to support these contrasting ideas.  For example, the stakeholders used 
the folk term “boy-friendly medium” to legitimate computer games as text 
(although this is an element of the current concerns about boys and literacy referred  
to by Alloway and Gilbert, 1995).  However, the folk terms “marketed towards 
boys” and “boys and violence” were used as criticisms of computer games.  This 
apparent contradiction in responses represents one of the themes that emerges from 
the data, the concerns about the gendered aspects of computer games.  Indeed, 
common folk terms used by stakeholders to describe this response include concern 
about the preponderance of “male heroes”, “unnatural female forms”, perceived 
“helplessness of females” and “competitiveness”.  Clearly one of the main concerns 
that adult stakeholders were articulating was tied to the perceived reinforcement of 
stereotypical gender roles and specific views of masculinity and femininity that 
were represented in some games.  This was expected from my early reading, as 
Walkerdine, Thomas and Studdert (2000) had suggested that parents, in particular, 
tended to express concerns about violence inherent in games, particularly those 
games favoured by boys.  In their study, teachers tended to be more concerned 
about the positioning of subjects by games and thus the underlying messages of 
both masculinity and femininity.  The concern about violence was certainly present 
in the data from my own study (across stakeholder groups), however, the concern 
about the positioning of subjects by games was less obvious. 
 
Other principles which emerged from this second taxonomy included the visual 
aspects of computer narratives and the binary opposites of cooperation versus 
competitiveness, novelty versus boredom and communication versus stilting 
communication.  The “visual aspect” of computer narratives was a common folk 
term used by stakeholders when discussing computer games.  “Visual” texts were  
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seen as being student friendly, inherent in new technology and a vital part of the 
curriculum.  There were no negative responses about the visual aspect of computer 
games in this taxonomy, although in the previous taxonomy some stakeholders had 
suggested that visual texts were to blame for a decrease in traditional literacy levels.  
The binary opposites emerging from this set of data were expected as they represent 
the confusion and resulting anxieties that technological change generates (see ‘A 
Discourse of Cultural Heritage versus Popular Culture’ in Chapter 2).  These 
themes are taken up later in this discussion as they are linked to the key objectives 
of my study. 
 
The third taxonomy represents the responses of stakeholders to my proposed study; 
in other words, the remaining tensions about the inclusion of computer games in the  
classroom and the aspects of my study that would alleviate these tensions.  The 
responses from stakeholders could be grouped in terms of the “educative value” and 
“quality” of computer games.  My early reading had led me to expect parents to be  
in favour of  “educational computer games” or of interactive technology as long as 
students were doing something “valued” in terms of learning skills and outcomes 
(see Walkerdine et al., 2000).  Thus, their concerns would be alleviated if they 
understood that the students, while perhaps having “fun”, were involved in sound 
curriculum practice with games that were educational or at least designed by 
“literate game designers” and that the use of computer games resulted in 
“measurable outcomes”.  By contrast, games designed by “illiterate game 
designers” remain a tension for stakeholders as did the “dangerous pleasures” that 
were associated with computer game playing.  That there would be remaining  
tensions was expected, especially the use of this latter folk term which was the 
focus of a study into children’s computer game playing undertaken by Walkerdine 
et al. (2000).  “Dangerous pleasures” represents an emerging theme that will be 
examined in detail in the discussion of key objective three.  The stakeholders also 
alluded to the need for “infrastructure” and “linking to the school curriculum” as 
remaining tensions.  Infrastructure, or more particularly the lack of infrastructure  
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available to the study site, was highlighted in Chapter 3.  The need for an adequate 
infrastructure is flagged here as an implication for future curriculum design. 
 
In summary, the responses of stakeholders to the introduction of computer 
narratives into the classroom was qualified by the need to ensure that the traditional 
expectations of English as a subject linked to literacy remained, while allowing for 
new technologies and newer literacies.  In Chapter 2, I highlighted that different 
generations value literature differently as a result of the expectations they place on 
subject English, therefore these responses were expected.  While this is one  
interpretation of the situation and others may read different meanings into the data, 
this first key objective did allow for some “space” for cross-group/sector dialogue 
between different groups of stakeholders (parents, students and teachers), albeit on 
a small scale.   
 
Analysis of Key Objective Two 
I turn now to an examination of key objective two which sought to analyse the 
pedagogical work of the curriculum unit.  Part of this pedagogical work has already  
been dealt with in Chapter 4, specifically the analysis of student assignments using 
the narratological analytical framework developed for use with narrative computer 
games.  This discussion will look for common patterns in this set of data using 
domain and taxonomic analysis in line with my research design.  Again, I began 
this analysis by coding the data using NVivo and developing general categories that 
were grouped into an early taxonomy.  This early taxonomy is represented by 
Figure 14. 
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To analyse the pedagogical work of the curriculum unit as social practice. 
 
 
 
 
 
 
 
 
 
 
Figure 14: Early Taxonomic Responses to Key Objective Two 
 
 
Initial Domains 
Initially I was seeking to group the teachers’ and students’ responses to the 
implementation of the curriculum unit together with my observations of the 
classroom practice, as these formed three different perspectives on the data.  This 
early taxonomy linked the data into groups that facilitated domain analysis but that 
included largely repetitive nodes or coded data as the categories overlapped.  From 
the domain analysis the following cover terms allowed the data to be reduced and  
reshaped: “curriculum unit”, “productive pleasures”, “reflection”, “pleasure” and 
“learning”.  The included terms which relate to these cover terms suggested that a 
picture of work and pleasure was emerging.  This was interesting as these two 
terms are often seen as binary opposites in a school context.  Indeed, the opposing 
descriptions of the classroom work are seen in the following statements from 
participants. 
 
It was a class where you could just come in and relax.  
(Student C Interview [girl], 5 September 2001) 
 
pleasure and learning 
 social aspects
  productive pleasures
  through curriculum 
 engaging students
  motivation  stimulating material 
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This seemed to take away some enjoyment through feelings of guilt from  
not working.  
(Student D Interview [boy], 5 September 2001) 
 
It did not appear to be work.  
(Student A Interview [girl], 5 September 2001) 
 
The students seemed to be suggesting that because the “work” was fun and relaxing 
they were not working hard and therefore felt guilty about this.  This notion of 
“guilty pleasures” is taken up further in the discussion of key objective three.  What 
is important at this stage in the discussion is to analyse the “work” that was 
occurring in the classroom in order to understand whether the students were merely 
“relaxing” or whether learning was occurring in spite of/or because of the “fun”.   
 
In order to shape the domains I had developed in my first stage of analysis into 
clear taxonomies, two distinct categories seemed to emerge: pedagogical work and 
social practice.  Within the first category, two further categories were apparent:  
teacher perspective and student perspective.  These taxonomies allowed me to 
interpret the pedagogical work of the unit from three distinct foci: (i) what the 
teachers83 were saying about using computer games in classroom practice; (ii) what 
the students were saying; and, (iii) what this meant in terms of social practice.  The 
taxonomies are included as Appendix C.   
 
Teachers’ Perspectives on Pedagogy of Curriculum Unit   
The data relating to the aspects of learning observed by teachers (see Taxonomy 4) 
was separated into knowledge, skills and attitudes, as these are key areas of 
pedagogy recognised by teachers (these key areas emerged from the coding of the  
 
 
                                                
83 Teachers refers to the classroom teacher who taught the curriculum unit, the researcher and other 
members of the English Department at the study site. 
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data).  Indeed, these three areas formed the basis of learning objectives84 in the 
Trial-Pilot Senior Syllabus for English and the Curriculum Unit developed for this  
study (see Appendix A).  Further separation of data under more specific groupings 
allowed the following themes to emerge: “innovative practice”, “expressed pleasure 
in learning”, “new analytical skills” and “reduced anxiety”.  These themes seemed 
to be indicative of the positive view that teachers were developing about the work 
that could be done in the classroom.  It is of interest to note that while two 
taxonomies were developed from the teachers’ observations of the learning that  
took place in the classroom, neither had any negative comments.  One reading of 
this might be that once the teachers had given tacit approval for the curriculum unit 
they were positioned to see positives rather than negatives.  Also, the first key 
objective had highlighted the conditions that teachers would place on using 
narrative computer games in classrooms, therefore, negatives would only occur in 
the data if these conditions were not met.  My preferred reading of the situation is 
that teachers (involved in the research) were aware that they were involved in a 
study which was new and thus became a form of professional development.  Indeed 
“professional development” was one of the common folk terms used by them.   
 
 …this was also a professional development experience for me.  
(Teacher A Interview # 2, 21 September 2001) 
 
The teachers acknowledged that the unit allowed for “a different kind of reading” 
and developed “new literacy skills” (for the teachers as well as the students).  My 
interpretation is supported by research cited in Chapter 2, which highlighted a 
number of recent research reports that acknowledged an escalating interest in 
technologised literacies and suggested that teachers were willing to engage with  
 
 
                                                
84 Knowledge, skills and attitudes do not form the basis of objectives in The Syllabus in English 
(2002), although they are implicit in the three new domains governing the framework of the 2002 
Syllabus – that is, text-context/ textual/ text constructedness. 
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innovative curriculum practice when they were provided with examples of this 
practice (see Lankshear & Knobel, 1998; Morgan, 1997). 
 
Teachers also observed that there was an “expressed pleasure” by students in the 
learning that was taking place in the classroom.  Folk terms which they used to 
describe what they were observing included “change”, “motivation”, enthusiasm”,  
“excitement”, “purpose”, “interest” and “experimentation” (see Taxonomies 4 and 
5).  These folk terms were embedded across the three levels of knowledge, skills 
and attitudes, again suggesting a very positive interpretation of the work in the 
classroom.   
 
Teachers (involved in the research) acknowledged, however, that the students did 
not think that they were working, a theme taken up later in this discussion.  The 
emerging theme of “new analytical skills” counters this observation.  According to 
the teachers, the students were learning critical literacy skills, they were identifying 
cultural stereotypes, they were discussing the different narrative pathways they 
were taking in the game (especially amongst the groups who were playing the same 
game) and they were analysing the positions that they were invited to take up by the 
different games.   
 
In this unit the students were able to engage with [the computer narratives] 
so it really supported reader positioning, stereotypes, the way that they’re 
formed and manipulated by the media and even by our own prejudices, in  
terms of our own cultural positioning and where we’re positioned in our 
own culture to perceive certain ideas. 
(Teacher C Interview # 2, 20 September 2001) 
 
These skills and knowledge as objectives were an integral part of the curriculum 
unit and had been identified as skills that were embedded within the Syllabus in  
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English (2002) as well as a part of a growing discourse operating within subject 
English classrooms (discussed at length in Chapter 2).  Clearly, the data from the  
teachers’ observations identify that the students were able to develop and apply 
these skills within the classroom, albeit with a form of text that they found 
“stimulating”.  The application of these new analytical skills will be taken up in 
Chapter 4 in the discussion of the student work produced following this curriculum 
unit. 
 
In Chapter 2, I discussed Smith and Curtin’s (1997) work that suggested that 
teachers were less comfortable with new technologies than students who had grown 
up in a technologised world.  Indeed, this was one of the concerns that was 
highlighted by the responses to key objective one and an ongoing folk-term used by 
teachers – “anxiety”.  However, one of the themes that emerged from this set of 
data suggested that the teachers who were involved with this study reported reduced 
anxiety concerning their interaction with new technologies.   
 
 Now that I have seen how to implement it [the curriculum unit]…definitely  
I would do this unit again.  
(Teacher A Interview # 2, 21 September 2001) 
 
The amount of interest that has been generated just amongst our own  
English teachers…while some people are still teetering and unsure about  
embracing technology…units like this are an accessible way to encourage  
implementation.  
(Teacher C Interview # 2, 20 September 2001) 
 
Teachers reported that the students’ motivation for the curriculum unit was, in 
itself, a motivation for teachers.   
 
 
174                                                                        Chapter 5: The Quest Continues 
 
 
 
 [The classroom teacher] would come in after lessons being really quite 
enthusiastic herself and engaged and looking forward to the next lesson, 
because she could really see that this was developing something very 
special for students in the classroom.  
(Teacher C Interview # 2, 20 September 2001) 
 
Thus a snapshot of a teaching staff willing to undertake professional development 
in the form of innovative classroom practice emerges as an interpretation of this 
particular site.  These teachers acknowledge that complex learning practices were 
undertaken within the classroom, although students seemed to suggest that they 
were not really working.  This latter suggestion is the focus of the next section. 
 
Students’ Perspectives on Pedagogy of Curriculum Unit 
In Chapter 2, I discussed the need for a curriculum that provides for the needs of a 
particular culture.  While this is certainly a broad focus, this ideal seems to be one 
that is being taken up in part by those within the cultural site under study.  The  
teachers were keen to allow students to have some access to curriculum negotiation, 
and indeed, this is one of the main themes to emerge from an analysis of the student 
data concerning the classroom learning (see Taxonomy 6).  Folk terms used by the 
students to describe how they viewed the curriculum unit they were engaged in 
included: “student-friendly”, “students as teachers”, “responsible for own learning”  
and “curriculum negotiation”.  Many of the students were more comfortable with 
narrative computer games than the teachers and therefore, took on the role of 
mentors for other students as well as “teachers” to the teachers.  This was expected, 
as my earlier reading had shown that youth were bigger proponents of technology  
(although not necessarily for “work”) than adults, especially of computer games 
(see Beavis, 2001).  Also, the discourses of play and pleasure in classrooms allow 
for the affective dimensions of work.  My earlier reading had also suggested that 
allowing students to enact the role of teacher could in some part counter the 
hegemonic discourses that usually predominate in a classroom (see Luke, 1993).  
Thus, in this study, students understood that they were allowed the freedom to be  
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responsible for their own learning because they were more familiar with the text 
than the teachers and therefore could be more vocal in their analysis and 
understanding of the narratives if not with the work of critical literacy.   
 
The students were also aware that they were learning analytical skills that could be 
applied to all narratives, not just computer narratives.  Folk terms used to describe 
these new analytical skills included “stereotypes”, “critical literacy” and “new  
forms of reading”.  The students were excited about undertaking a curriculum unit 
that had elements of the Syllabus in English (2002) embedded within it as they were 
keen to begin using and understanding the theory they would need to  
successfully negotiate Senior English.  These ideas are seen in the following 
excerpts from the student data. 
 
 [The curriculum unit] is a starting point to learning the discourses and  
stereotypes because it’s visual.  But then you can transfer it to a novel when  
we’re in Grade Eleven or Twelve…you know what you’re looking for in the  
discourses and stereotypes and stuff like that.  I think it will help me  
anyway.   
(Student A Interview [female], 15 August 2001) 
 
You can tell most of the games are like American sort of games and that  
sort of a discourse like “I’m American and I’m going to save the day”.  
(Student B Interview [male], 15 August 2001) 
 
We take for granted how much cultural understanding is put in front of us  
but we learned to step back and recognise all that was assumed, taken for  
granted and hidden within narratives.  
(Student C Interview [female], 5 September 2001) 
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I did expect students to understand the processes of critical literacy because my 
early reading had highlighted that tapping into popular cultural texts was a valid 
introduction (see Mackey, 2001).  However, that the students would be able to 
demonstrate a clear understanding in their own writing was not anticipated.  Indeed, 
the concept designs for computer games that formed the basis of the assessment for 
this curriculum unit highlighted the sophisticated learning that had occurred as a 
result of this student-friendly study.  The students were able to clearly articulate  
their understanding of reader positioning and cultural bias; skills that they were able 
to transfer to their own writing. 
 
 The game is designed to position the reader to view themselves as a  
stereotypical American Fighter Pilot (that is, I am the only one who can  
save this country from war).  
(Student Writing [Non-focus student – male]) 
 
The dominant discourse that comes to mind when we think of a hero is  
challenged.  
(Student Writing [Non-focus student – female]) 
 
The author’s point of view affects the way the players interpret the  
narrative.   
(Student Writing [Non-focus student – male]) 
 
Of course I am not suggesting that all students in the study group were able to 
articulate their understanding as clearly as these students; nor that one curriculum 
unit was going to teach all of the theory that underpins the Syllabus in English 
(2002).  However, what I am illustrating here is that the learning from this unit was 
measurable and that it fits within the framework of technology-friendly literacy 
education advocated by Snyder (1997), that promotes “independent and active 
learning”.  Indeed, the final theme to emerge from the student data was that they 
enjoyed the experience of “problem-solving”.  This folk term was used frequently  
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to describe not only game playing, but the processes that students and teachers had 
to undertake when technology let them down.  Many times it was the students who 
solved the problems and therefore they were aware that they were responsible for 
their own learning.  This latter outcome was not anticipated as I assumed that the 
teachers would be the ones to solve technological problems, perhaps illustrating my 
subconscious membership of the teaching group outlined in Chapter 2 and referred 
to earlier in this discussion.  It was pleasing, therefore, to see that students were 
very capable of thinking laterally to solve problems within the classroom rather 
than having them solved for them.  There was also “problem solving” of a different 
kind needed to complete the assignment successfully. 
 
Common Themes 
Reviewing the taxonomic analyses created for both teachers’ and students’ data, it 
can be seen that some common themes begin to emerge.  Both teachers and 
students use folk terms that refer to the use of new analytical skills.  One reading of 
this could be that as the study was undertaken in a school that was part of the Trial  
for the Syllabus in English (2002), both teachers and students were undergoing 
“new” learning and were therefore expressing enthusiasm or anxiety as a result.  
Indeed, the teachers were on a steep learning curve because the new syllabus 
required that teachers allow for different ways of reading rather than dictating the 
responses required (see Chapter 2, ‘Discourses Operating in English Classrooms’).  
This curriculum unit was seen as preparation for this change in teaching and 
therefore provided an opportunity for professional development.  However, with 
change there is often discomfort, as can be seen in the following excerpt: 
 
…our biggest change has been the impact of the new Senior Syllabus, the  
Trial-Pilot in Senior English…It has brought anxiety for many teachers,  
particularly those who have been teaching for some time.  
(Teacher A Interview # 1, 19 July 2001) 
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Both teachers and students also commented on the enthusiasm and intrinsic 
motivation for learning that was observed in the participating students.  Again, this 
was not surprising as my early reading had suggested that negotiating an approach 
that allows for texts that are pleasurable may be an appropriate form of curriculum 
negotiation (see Comber, 2001). 
 
Curriculum Unit as Social Practice  
The final taxonomy (see Taxonomy 7) that was developed for key objective two 
analyses the work of the curriculum unit as social practice.  There are two aspects 
to social practice.  The first refers to the idea that education is a means of creating  
or maintaining a specific social practice within society, as discussed by McLaren 
and Lankshear (1993) in Chapter 2.  The second looks at the capacity of education, 
or in this case the curriculum unit, to be a facilitator of the development of specific 
forms of subjectivity.  Both these aspects will be used to interpret the data that were 
coded according to this taxonomy. 
 
Access to particular kinds of literacy is seen as a prime means of maintaining social 
groupings within society; therefore, a lack of computer literacy skills disadvantages 
many groups.  It is not surprising that issues relating to literacy, particularly boys  
and literacy, are of particular interest in subject English (see discussion of 
‘Subjectivities’ in Chapter 2).  Indeed, these issues were part of the impetus for my  
study.  However, for this particular study students needed to have computer literacy 
skills in order for them to participate in the games. My early reading had led me to 
expect that boys would have little difficulty utilising the literacy skills needed to 
read and analyse narrative computer games85.  This early reading also suggested 
that boys were more likely to play in isolation than girls.  This data sample does 
confirm that boys play in isolation; however, I was surprised to find that some girls 
were equally willing to play a solo game and that many girls in this study were just 
as adept as boys at game playing.  One reading of this could be that the accepted  
                                                
85 Smith and Curtin’s (1997) work on the gendered aspects of game playing is discussed in 
‘Hypermedia’, Chapter 2.  
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gender practices of game playing are changing and that studies need to look at 
different types of players rather than categorise players by gender.   
 
The curriculum unit did allow for creating a different “social practice” within the 
classroom as it was “experimental” in that the teachers were deliberately adopting a 
facilitating rather than an instructing role as this was part of the curriculum unit 
design.  While facilitation is not a new practice for engaging with texts in English 
classrooms, traditional classroom practices rely on a teacher-led style (Beach, 
1993).  In this classroom, students interacted within groups or individually 
depending on the activity they were undertaking.  This flexibility is another 
instance of the “experimental” approach.  For example, students could choose to 
play a solitary game, taking turns, or they could choose to play as a group with a 
nominated player.  One group of boys and one group of girls chose the first option;  
all other groups played with a nominated player.  This was not stipulated by the 
curriculum unit design and was therefore not expected.  It became part of the social 
practice for this cultural group, perhaps because of their underlying ideologies of 
competition versus cooperation.  This is highlighted here as I had indicated in 
Chapter 2 that I was interested in the ideological work that forms part of the culture 
of computer “gaming”.  One reading of this form of social practice is that those 
players (non-gender specific) who enjoy the “winning” aspect of computer gaming 
may like to play in isolation, while those who enjoy the “social aspects” of 
computer gaming take turns and share.  This reading is supported by the following 
student comments. 
 
It [playing as a group] makes it more logical, the decisions.  
(Student C Interview [female], 1 August 2001) 
 
 So you’ve got to keep playing.  That’s why we’re in there at lunchtime,  
you’ve got to get to the next part of the narrative.  That’s how you get  
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through the game to win (this student played as an individual). 
(Student D Interview [male], 1 August 2001). 
 
The last student was one of the most prolific game players in the study, registering 
230 minutes outside of class time.  He also accessed Internet cheats to make 
“winning” the game more likely.  An alternative reading of this form of social  
practice is that those who enjoy the experience of winning also like to win against 
other players or the creator of the game.  Therefore, they are not playing in 
“isolation” as they may be playing against another player who is located elsewhere 
but whose presence remains with the player in terms of competition.  This point is 
supported by the following data from my Reflective Journal. 
   
 I [Renee] play at home so I can get ahead of Bronwyn.  Both girls sit side by  
side [in the classroom] but play separate computers.  They are engaged in  
friendly competition.  
(Researcher’s Reflective Journal, 13 August 2001) 
 
The second aspect of social practice has already been alluded to – the socialisation 
that occurred within the classroom.  One of the key themes that emerged from the 
taxonomic analysis relating to this second objective was that of communication.  
Folk terms used by both teachers and students suggested “teamwork”, “light-
hearted competition” between groups and a “contagious” sharing of knowledge.   
Even those students who seemed to like playing in isolation were happy to discuss 
their progress with other group members, and those students who purported to 
dislike computer games were quite animated and vocal within the class as shown in 
the following observation from my Reflective Journal.   
 
 The student who is videotaping this lesson is one of my study participants.   
He kept up a continuous commentary while he was taping.  Of interest to  
me is his excellent knowledge of computer games of all varieties, despite  
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his statement that he is not interested in games and does not play very much.  
(Researcher’s Reflective Journal, 3 August 2001) 
 
In summary, the curriculum unit became a vehicle for facilitating an understanding 
of new theoretical and analytical skills that students were able to apply to the  
narrative computer games accessed within the classroom.  This was shown through 
the student work analysed in detail in Chapter 4.  Students demonstrated a thorough 
understanding of the cultural stereotypes and ideologies which are often present in 
narrative computer games and many showed a willingness to create game designs 
that offered alternatives to these.  Therefore, the students were able to demonstrate 
that they could transfer this new learning within their own writing.  The curriculum 
unit also facilitated verbal interaction and decision-making within groups that was 
frequently described by teachers as a “buzz of excitement”.  One might question 
whether the implementation of one curriculum unit can justify claims about 
learning processes and outcomes.  While I acknowledge that the claims must be 
tempered by this questioning, I am suggesting that the positive learning experience  
demonstrated by an analysis of the data counters the suggestion by critics of 
narrative computer games, that the learning is “impoverished” (see Donnelly, 
1998). 
 
Analysis of Key Objective Three 
My third key objective seeks to interpret whether students’ appreciation of narrative 
pleasures derived from computer games is affected as a result of undertaking a 
critical literacy unit.  As “narrative pleasures” is an integral part of the  
narratological analytical framework I developed for use with computer games, I 
stated in my research design that I would use this framework to analyse the 
students’ written assessment items.  Thus, part of this key objective has already 
been analysed in Chapter 4 which discussed the application of this framework in 
detail.  However, domain analysis and taxonomic analysis were also used to  
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interpret my own reflective journal (which contained observations of students, and 
comments students made during class) and the interviews with students in order to 
identify their situated meanings of pleasure.   Again, using NVivo as a starting 
point, I created an early taxonomy to group the data into logical node categories.  
Thus, the early taxonomy for key objective three is illustrated by Figure 15. 
 
 
To analyse students’ understandings of pleasures derived from the narrative elements of  
computer games before, during and after participating in a critical literacy unit. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 15: Early Taxonomic Responses to Key Objective Three 
 
Using domain analysis, the coded data were analysed to elicit common folk terms 
which the students used when describing narrative pleasures.  For example, a “good 
storyline”, “good characters” and “adventure” are folk terms that were used 
frequently by students throughout the study when they were explaining what they 
enjoyed about narrative computer games.  However, in order to map the changes 
that occurred in students’ understandings of pleasures (if changes did occur), I  
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needed to recategorise my data into three distinct sets: understandings of narrative 
pleasures before, during and after undertaking the curriculum unit.  Taxonomic 
analysis enabled me to create these three sets and to demonstrate the links or 
opposing ideas between each.  These taxonomies are included in Appendix C. 
 
Prior Understandings of Narrative Pleasures   
Before undertaking the curriculum unit, students seemed to categorise narrative 
pleasures found in computer games in terms of their “narrative qualities”, “emotive 
qualities” and “structural qualities” (see Taxonomy 8).  In other words, they 
suggested that the storyline and characters were an important part of the pleasure 
gained from playing computer games, as well as the reason for playing.  The first 
two aspects of pleasure were expected, as storyline and characters have long been 
recognised as components of the narrative pleasures found in print texts and visual 
texts which were discussed in Chapter 2.  The reason for playing was described by 
students as being pleasurable in terms of “achieving the next level” and in terms of 
“not over-analysing” the narrative in the game.  In Chapter 2, I discussed Burke’s 
(1957) theory on the structuring of desire and suggested that anticipating the next 
part of a story and seeing this anticipation fulfilled led to a form of pleasure.  The  
application of this idea to narrative computer games was also discussed in Chapter 
4 in relation to Baldur’s Gate.  Therefore, I anticipated that students might 
nominate “achieving the next level” as a pleasurable aspect of computer games.   
 
The folk term “analysis” emerges as a theme in all three sets of data and was a key 
theme in the taxonomies developed for the pedagogical work of the unit.  In this  
taxonomy, students were referring to “reading” or “playing” for their own purposes, 
rather than because the curriculum required it.  The following interview excerpt 
illustrates their initial responses to analysis. 
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Donna: When we ask you to analyse a book, how do you feel about  
that? 
Student 1: I feel awful.  I hate doing it. 
Student 2: I think it takes the story from the book away. 
Student 3: It takes away the enjoyment. 
Student 4: Which is a shame if it’s a decent book.. 
Interview, 25 July 2001 
 
Elsewhere, the students acknowledged that the process of analysis was an integral 
part of subject English and that analysis, itself, was a form of pleasure.  This came 
as no surprise, as I too found analysis to be a form of pleasure.  However, here they 
were also signalling their dislike of “over-analysis” where interaction with text is 
concerned.  If this concept is taken out of context, it could be interpreted that the 
students did not see analysis as a retrospective source of narrative pleasure, or  
certainly that they were claiming that it alters the narrative pleasures derived from 
texts.  Therefore, this concept is important in terms of whether “schooling” text 
which students see as their “own” is appropriate, a concept that was highlighted in 
Chapter 2.  My preferred interpretation of the students’ initial comments about 
analysis is that “conscious” analysis may not yield pleasure86 at the time it is 
undertaken, but later reflection can counter this negative aspect.  I am drawing on 
my early reading and my observations of, and interviews with, the students 
involved in the study in making this interpretation: 
 
They seemed to suggest that they might not like analysis but there is  
pleasure in working out how games work.  
(Researcher’s Reflective Note from Student Interview, 5 September 2001) 
 
Students also discussed the “immersive” qualities of narrative computer games as a  
 
 
                                                
86 A summary of the diverse types of pleasure arising from the data can be found on p. 235. 
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form of pleasure.  Folk terms included “escapism”, “relaxation” and “enjoyment”.  
These folk terms have been highlighted before in interpreting the pedagogical work  
of the curriculum unit, in particular, the pleasures derived from learning.  
Therefore, they seem to be common terms used by this cultural group to describe 
pleasure.  The data led me to interpret these folk terms as being positive aspects of 
narrative pleasures for students, even though the work of Walkerdine (cited in 
Beavis, 1998) discusses the immersive and “engaging” aspects as a possible cause 
of parents’ anxiety about the pleasures associated with narrative computer games.  
Again, this theme is returned to in the discussion of the next two sets of data. 
 
The final theme to emerge from this taxonomy was the pleasures derived from the 
“formal” qualities of narrative computer games.  Folk terms used by students in 
explaining these pleasures referred to the modes of communication and the 
technological aspects.  For example, students suggested that the multi-modal form 
of narrative computer games, in other words, the graphics, 3D imagery and sound 
effects, added to the pleasure that they derived from these narratives.  In Chapter 2,  
I discussed the work of Iser (1989) and Mallan (2002) which led me to expect this 
aspect of pleasure, as “the playground of the computer screen” encourages 
performance, which is itself pleasurable. 
 
Pleasures During Play  
The second taxonomy developed for this key objective focused on the aspects of 
narrative pleasures that students were both experiencing and articulating during 
their involvement in the implementation of the curriculum unit (see Taxonomy 9).   
What was immediately apparent from this taxonomic analysis, was that students 
regarded “play” as being a key aspect of pleasure.  Five secondary levels could be 
identified for play covering “positive”, “negative” and “guilty” feelings about play, 
and aspects of “immersion” and “serial immersion”.  These levels are not folk  
terms, rather they are organising principles which almost mirror my initial 
taxonomy developed using NVivo.   
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Under positive feelings, students expressed the folk terms “enjoyment”, 
“relaxation”, “challenge”, “problem-solving” and “logical thinking”.  These folk 
terms are familiar as they were used to describe the pleasures that students found in  
the pedagogical work of the curriculum unit.  Therefore, one interpretation of this 
could be that pleasures arise from both the sense of “unwinding” that comes from 
play, as well as the mental challenge that players are faced with in narrative 
computer games.  While not specifically referring to these two aspects, the 
theorised discussion of the narratological analytical framework in Chapter 2, 
suggests that players find pleasure in the challenge offered by different scenarios 
and choice points set up in computer games and this challenge might equate to 
pleasure.  This theorised discussion also refers to the player’s sense of being 
transported that may be interpreted as a way to relax by being removed from the  
cares of the present context.  Alternatively, students’ use of the folk term “not 
working”, in relation to playing computer games in the classroom could be 
interpreted as being oppositional to challenge and indicative of the sense of guilt 
that enjoying a medium that has adult anxieties attached to it engenders (see 
Walkerdine cited in Beavis, 1998).  My interpretation is no less “political”.  I am 
suggesting that some students have been conditioned to believe that teachers and 
adults are invested with more “power” to decide what are appropriate texts for 
students’ classroom study and enjoyment in other forms may create a sense of guilt 
for these students.  This was certainly suggested through my observation of the 
students in the classroom: 
 
 We took time out [from playing] to explain in detail what was required of  
the students in the assignment.  This was necessary, because this is a high  
achieving class who were concerned that they did not appear to be working.  
(Researcher’s Reflective Journal, 27 August 2001) 
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The folk term “analysis” was again used by students when describing their 
understandings of pleasure while engaged in the study.  In the earlier discussion of 
this term, students had suggested that reading/playing without analysis was 
pleasurable.  In this taxonomy, however, students’ suggested that analysis was both 
positive and negative.  This seems to support my earlier interpretation of this folk 
term.  When some students are asked to analyse traditional forms of text their initial 
reaction is one of negativity.  However, in the course of the curriculum unit part of  
the attraction of narrative computer games for many  was the “stepping back” and 
seeing the “hidden” aspects of these narratives (see discussion of key objective 
two).  One interpretation might be that the process of analysis also assuaged the 
feelings of guilt that some students expressed because they did not feel as if they 
were working.  Perhaps this sense of “guilt” is linked to the criticism of popular 
cultural texts flagged in Chapter 2, and students’ understandings of some adult 
criticisms of texts which are seen as “less worthy”.  Hence analysis might 
legitimate the use of these texts in the classroom and the pleasures derived from 
them. 
 
This second taxonomy clearly highlighted that students understood the pleasures 
they derived from the “immersive” qualities of narrative computer games.  Folk 
terms used by students described their pleasure at “being in the game”, “being the 
character”, being “transported” and being “hooked”.  In Chapter 2, “immersion” 
was defined as the sense of being transported to another reality, which would seem 
to be what the students were experiencing.  The students saw this immersive quality  
as a legitimate form of pleasure (although this contradicts their feelings of guilt) 
and discussed the “hold” that games have on them even after play has finished. 
 
I was lying in bed thinking about it last night and I think I’ve figured out  
what I have to do…Yes it worked.  
(Researcher’s Reflective Journal, 14 August 2001) 
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This “hold” is part of the “imagined agency”87 and is an aspect of pre or post 
performance where the player rehearses moves in the mind after play in preparation 
for the next performance.  Thus I had expected to find evidence of this “imagined  
agency” in my study but I did not expect students to acknowledge the pleasure they 
derived from this.  Folk terms used by students in describing this imagined agency 
included “hallucinating”, “dreaming” and creating “own versions of the story”.  
These terms are often used negatively to describe something which is trivial or 
untrue.  However, my interpretation of the students’ use of these terms in a positive 
vein stems from their clear enjoyment of this form of narrative.   
 
The analytical aspects of pleasure in relation to “play” were discussed earlier.  
However, students also alluded to the “mental stimulus” and “immersive qualities” 
of analysis when discussing their understandings of pleasures.  For example, they 
used the following folk terms as descriptors when discussing their analysis of the 
games they played in the classroom: “complex narrative”, “realistic characters” and 
“different pathways”.   
 
There is pleasure in working out how games work. 
(Student E Interview [male], 5 September 2001). 
 
It is rather complex.  You have to think a lot about what you want to do.  If  
you don’t follow the narrative then you’re not going to get anywhere in the  
game. 
(Student F Interview [female], 1 August 2001). 
 
This analytical pleasure was then transferred into “productive pleasure” when the 
students created their game concepts.  Folk terms which frequented these game  
concepts highlighted that students understood the elements of narrative computer  
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games that would make them enjoyable to other players.  These folk terms include: 
“adventure”, “good guy winning”, “strong storyline”, “colourful graphics”, 
“multiple pathways” and “getting into the story”.  Indeed, the discussion of Table 4 
in the previous chapter clearly demonstrates this transference of analytical 
knowledge.     
 
 They [the students] felt that their assignment wasn’t like a normal  
assignment.  They didn’t feel that they were working as hard and yet, from  
my perspective, I believe that what they demonstrated that they’d learned,  
was of a higher order of thinking than if they’d simply written an essay  
(Teacher A Interview # 2, 21 September 2001). 
 
The assignment work has shown that these students spent many, many hours  
beyond what one would consider necessary, even for top students, to  
achieve an “A”.  And they have spent so much more time on their  
assignments because they’ve enjoyed doing them (Teacher C Interview # 2, 
20 September 2001). 
 
Therefore, the students’ understandings of narrative pleasures during their 
undertaking of the curriculum unit seemed to suggest that, while they might have 
some negative feelings about analysing a medium which they usually use for 
relaxation, they are still prepared to find pleasure in the “playing” of these games in 
a classroom context providing they are doing something of “worth” with the games 
(perhaps making “play” into “work”).  This leads me to a discussion of whether 
their understandings of narrative pleasures had changed as a result of the 
curriculum unit, and whether they regarded this as a negative by-product (see 
Taxonomy 10). 
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Pleasures Following Curriculum Intervention 
Taxonomy 10 highlights that students were very positive in their reflection on the 
presence of narrative pleasures in computer games.  Folk terms used to support this 
reading of the situation include: “more understanding of narratives”, “no alteration 
in outlook”, “return to play”, “recognising power in stories” and “seeing 
stereotypes”.   
 
The students suggested that the curriculum unit had provided them with an 
analytical “tool” that they could either use or ignore.  Therefore, they saw their 
“new” understandings of narrative as being positive and thereby offering them a 
different form of pleasure: 
 
There is pleasure in working out how games work.  
(Researcher’s Reflective Journal, 5 September 2001) 
 
However, some students did suggest that the curriculum unit had made them 
“cynical” and as a result, there was “some absence of relaxation”.  The use of this 
folk term is of some concern, as Misson’s (1998a) work, discussed in Chapter 2, 
alerts teachers to their responsibility in avoiding the destruction of pleasure when 
working with texts that students regard as their own.  One might question whether 
the curriculum unit had truly made them “analytical” or whether the students were 
acknowledging underlying messages that they had previously chosen to ignore.  
The comment by one student that she “can still play it [a computer game] as brain-
dead as [she] did before” (Student Interview, 5 September 2001) supports this latter 
interpretation. 
 
In summary, students highlighted problem-solving, immersion and multi-modality 
and interactivity as aspects of narrative pleasures before, during and after 
participating in a curriculum unit designed to examine narrative computer games 
from a critical literacy perspective.  While there were many other aspects of 
narrative pleasures discussed, these three recur frequently in the data.  One  
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interpretation of this persistence suggests that students welcomed the chance to 
utilise analytical skills even though they purported to find that analysis “took away” 
enjoyment.  Also, students found narrative computer games to have immersive 
elements that added to their enjoyment of this visual, auditory and motor physical 
text that appealed to different types of learners.  Finally, this new type of text  
appealed to the “alien children who embrace this type of technology” described by 
Smith and Curtin (1997, p. 226).  Therefore, while I noted that there were some 
issues that remain undecided for students, namely the extent to which analysis takes 
away or alters the enjoyment, the analysis of key objective three seems to suggest a 
snapshot of a culture that welcomed the incorporation of this new form of text and 
found pleasure in interacting with this text in the classroom. 
 
Analysis of Key Objective Four 
The final key objective sought to interpret the principles for a curriculum design 
which would allow for the narrative pleasures identified in key objective three.  
Using NVivo, I created the early taxonomy shown at Figure 16 to group the 
responses of teachers and students (following the implementation of the curriculum 
unit) to the idea of a curriculum design that would allow for the narrative pleasures 
students had identified.  This taxonomy remained constant even after my early 
domain analysis and more detailed taxonomic analysis.  Thus, Taxonomies 11 and 
12 (included in Appendix C), mirror the guiding principles of my early taxonomy 
and reflect this more thorough analysis. 
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To develop principles for a curriculum design which allows for the pleasures that students  
experience when interacting with computer narratives. 
 
 
 
 
 
 
Figure 16: Early Taxonomic Responses to the Principles of Curriculum Design 
 
Teachers’ Reflections on the Principles of Curriculum Design 
The guiding principles that emerged from my analysis of the first taxonomy relating 
to this key objective suggested that teachers saw the inclusion of “new theories”, 
“new ways of engaging” and an understanding of the “media” as imperatives for 
curriculum design.  As mentioned previously, these comments came as no surprise, 
as the school which was the focus of this study had just been involved in a trial-
pilot of the new English programme.  Therefore, the teachers were thinking about 
the possibilities of a curriculum that was “student-friendly” and that allowed for an 
ease of learning of the metalanguage of the new syllabus.  Indeed, “metalanguage” 
was a folk term used by both teachers and students throughout the interviews and 
observations attached to this study.  This folk term links elements of both 
Taxonomies 11 and 12, which attests to the significance that both teachers and 
students place on understanding the theories prevalent in the new senior syllabus.  
This is demonstrated by the following interview excerpt:  
 
 The new metalanguage that we’re asked to use and also the concepts the 
senior students are now having to engage with…[this encompasses] linking  
our Year 10s into, or preparing them if you like for our senior syllabus.  
(Teacher C Interview # 2, 20 September 2001) 
 
 
 
 study outcomes
  teacher reflections  student reflections
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The subject English teachers at this site are keen to see elements of the senior 
syllabus filter down into the junior English curriculum to avoid claims that the 
Senior Syllabus privileges intellectual over other emphases88. 
 
And now for a short reflection on the broader significance of this unit within  
English.  I am pleased that this style of unit is being used with a “junior”  
English class as I am worried about the intellectual privileging of the new  
Senior English Trial-Pilot Syllabus.  I feel that the new P-10 Syllabus needs  
to include units like this one which focus on critical literacy and cultural  
studies so that students find the transition into Senior English less stressful  
and alien. 
(Teacher A Reflection, 3 August 2001) 
 
An understanding of the cultural messages and ideologies inherent in media texts is 
also flagged by the teachers’ reflections.  In Chapter 2, I discussed the work of 
Mackey (2001) who advocates a curriculum that examines the non-neutrality of 
popular cultural texts that abound in the media.  Therefore, the teachers’ 
suggestions that curriculum design should allow for the examination of such texts,  
even though the focus, in terms of the senior syllabus, can be challenging to 
students, is in keeping with the current trend in curriculum research. 
 
We ask them to look at stereotypes and get some idea of how stereotypes 
are cultural products.  And in this unit the students were able to engage with 
that so it really supported reader positioning, stereotypes, the way that 
they’re formed and manipulated by the media and even by our own 
prejudices.  
(Teacher C Interview # 2, 20 September 2001) 
 
                                                
88 Elements of the new senior syllabus are included in the media component of The Arts Years 1-10 
Syllabus – January 2002. 
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The discussion of earlier key objectives highlighted the importance of student-
friendly and current practices.  In this key objective, teachers referred to “new ways 
of engaging” to suggest that curriculum practices should allow for students who are 
keen to engage with technologised literacies as well as print-based literacies.  
Again, Mackey (2001), in Chapter 2, suggested that as forms of literacy are 
changing, school curricula need to keep pace with these contemporary literacies.   
 
My reading of the folk terms highlighted by this taxonomy suggests that at this 
cultural site the teachers have already undergone a phase of change and are 
therefore quite willing to allow further negotiation of the curriculum to 
accommodate the needs of students and the demands of new literacies. 
 
Students’ Reflections on the Principles of Curriculum Design 
The final taxonomy (Taxonomy 11) represents my clustering of the students’ 
reflections on curriculum design.  Equal emphasis is given to both curriculum and 
pleasure.  Indeed, “pleasure”, “new theory” and “practicality” emerged as guiding 
principles for this interpretation.  The kinds of pleasures highlighted by this study 
are diverse.  Narrative pleasures were certainly a focus of the students’ reflections.  
However, the pleasures of retrospection, anticipation, achievement, immersion and 
interactivity have also factored in the students’ reflections.  Thus, exploring 
pleasure proved to be a complex task. 
 
My earlier concerns with “schooling” a text which students regarded as their own 
were not realised in Taxonomy 11.  Folk terms used by the students suggested that  
their pleasure in playing remained and therefore a curriculum which included 
narrative computer games would not destroy all forms of pleasure.  One might 
question such a sweeping statement; however, the interpretation of earlier key 
objectives has endorsed this notion and the student game designs examined in 
Chapter 4 have attested to the students’ productive pleasure.  Therefore, while this 
study is small, I believe it justifies a curriculum which allows for texts which are 
more commonly found outside the classroom.  Students were equally supportive of  
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accessing the theory which underpins the new senior syllabus.  This is linked with 
the “practical” nature of the curriculum unit which allowed a new way of 
interacting with texts. 
 
 They said they enjoyed the practical side of the unit…they could now notice  
stereotypes in games and were more confident about senior English.  
(Researcher’s Reflective Journal, 27 August 2001) 
 
In summary, both teachers and students were supportive of the critical literacy unit 
that formed the focus of this study.  In terms of curriculum design, both groups 
believe that utilising student-friendly texts and practices allows for pleasure in 
learning that is quite “exciting”.  However, I question the initial novelty factor here.  
What happens when the novelty wears off?  Nevertheless, curriculum design should 
incorporate the theory that underpins the new Syllabus in English (2002) as this 
theory needs to filter down into junior English to adequately prepare students for 
senior.  Narrative computer games allow for new ways of engaging with text in the  
classroom and are pertinent to the study of media texts, with their inherent cultural 
messages and ideologies. 
 
A Deeper Understanding 
This chapter has mapped the responses of study participants to the objectives 
developed in order to understand how the introduction of narrative computer games 
into the English classroom may be viewed.  In concluding this chapter, I am 
drawing attention to an area of pedagogy that seems to be alluded to by many of the 
participants, that is, “serious work” versus “play”.  While I have discussed the 
“enjoyment” that students articulated, and that I observed, there still seems to be an 
underlying thread of “guilt” that ties in with my thesis title.  In Calvinist terms, if it 
is “playful” then it cannot be serious work.  As teachers, we often legitimate certain  
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kinds of learning to uphold the preferred concept of studious classroom practice.  In 
doing so, we take the “playfulness” out of learning.  This is an important 
consideration for future curriculum design, because it acknowledges the impasse  
faced by teachers - what constitutes serious work?  Barthes (1975) would suggest 
that pleasurable engagement with all text is serious work; however, pleasure and 
play seem to be secondary to achieving society’s expected outcomes of learning in 
the classroom  – the ability to play a meaningful role in society. 
 
Many people see work as a “serious” business (see During, 1993).  Within the 
subject English classroom, the students seemed to be “valuing” aspects of learning 
that were seen to be “serious”, perhaps because they have been conditioned to see  
these aspects of pedagogy as more valuable.  Therefore, whether narrative 
computer games are an appropriate text for subject English may not be the crux of 
the issue.  Instead, teachers may need to address ways of encouraging students to 
value “playfulness” in learning – playful learning can be “serious stuff”.  After all, 
the data discussed in this chapter clearly indicated that the teachers involved in this 
study could argue that “powerful” learning took place when students were 
“playing”. 
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Chapter 6: New Pathways 
 
Stepping Back and Looking In: Teacher as Researcher 
My journey began as a result of my two sons who seemed to be “playing” narrative 
computer games at the expense of “reading” more traditional narratives, and, in the 
process, deriving a great deal of “pleasure” in this performativity.  While both my 
sons were very competent readers, I questioned the “value” of reading computer 
narratives and their associated pleasures and immersive qualities.  However, I was 
prepared to explore whether there could be educative value in narrative computer 
games and whether this aspect, as well as the associated pleasures, could be 
transferred to the classroom.  This exploration has been documented in the 
preceding chapters.  Now it is time to “step back” in order to gain an appreciation 
of the key themes that have emerged as a result of this exploration.  Thus, in this 
chapter, I will highlight those areas which I believe provide the most significance 
for me as a teacher of subject English. 
 
Popular Cultural Texts and Pleasure  
In Chapter 1, I suggested that there were a number of questions which were 
important in terms of the kinds of pleasures that are associated with reading.  One  
of these questions asks: How can we determine what kinds of fictional texts 
encourage engagement?  This question underpins my research and is an important 
aspect of future curriculum design.  The analysis of students’ work and interview 
data discussed in Chapters 4 and 5 demonstrated that there can be quite powerful  
learning in a curriculum that taps into the sense of pleasure that students find when 
they engage with narrative computer games.  I have earlier suggested that narrative 
computer games are often dismissed as being less worthy of study than traditional 
texts because they are firmly placed within popular culture.  I have also suggested 
that there has been some debate about the educative worth of popular cultural texts 
themselves.  However, as Mackey (2001) argues, we cannot afford to neglect the 
study of popular cultural texts as these texts form part of the range of texts that 
contemporary students are engaging with on a regular basis.  This is especially true  
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of narrative computer games.  Access to this form of text in the classroom can  
provide a forum for discussion of the structure and underpinning ideologies that are 
found in these forms of text, as well as an avenue for understanding their appeal.   
 
This point acknowledges the concern over the perceived playing in isolation and 
inherent ideologies associated with computer games that is at the heart of the adult 
panics discussed by Walkerdine et al. (2001).  The environment in which computer 
game playing occurs is usually outside the classroom, therefore this environment is 
unlikely to be conducive to teachers and students examining elements of these 
texts.  Linked to this environment are adults who may be ill-equipped to understand 
the “reading” that is taking place – hence the adult panics.  Therefore, I am 
suggesting that narrative computer games are an important part of contemporary 
popular culture that encourages engagement and text negotiation that should not be 
neglected by current and future teachers.  Through engaging with these new kinds 
of text, we can come to understand new kinds of pleasures such as immersion and 
interactivity.  After all, a reluctant reader - who may be intimidated by traditional  
texts or may simply lack interest in such texts - can be encouraged to think about 
underpinning messages in computer games because this form of text is “immersive” 
and less threatening and offers a different kind of appeal through its interactive 
narrative and technical effects.  The introduction of narrative computer games into 
the classroom may offer an enjoyable and accessible text which then services a 
more critical analysis.  Thus, the demarcation between “serious work” and “play” is 
less definite.  Tapping into the pleasures that students find when engaging with 
popular cultural texts, from a supportive rather than judgemental or dismissive 
stance, enables a dialogue between students and teachers to emerge.  Teachers can 
question (a questioning that is analytical rather than critically rejecting) cultural 
constructions and offer alternatives, but, by acknowledging students’ cultural 
references, teachers are allowing the students a “voice”.  Thus, subject English can 
adopt a critical literacy focus and still value narrative computer games as legitimate 
forms of text that enable narrative pleasure. 
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As this study has shown, texts (literary or otherwise) may offer teachers and 
students opportunities to explore certain ideological effects (for example, gender 
representations).  They may also be valuable in fostering in students an ability to 
discuss these texts using a new metalanguage which may be denied to them in other 
aspects of their social lives.  Furthermore, the active enjoyment of narrative texts 
should not be relegated to younger children.  Older children in secondary schools 
should also be provided with what Eagleton (1983) describes as “the pleasures, 
enjoyment, the potentially transformative effects of discourse” (p. 212) that other, 
more conventional, literary texts offer.  In addition, this study also demonstrated  
that when students are given opportunities to produce their own story game 
concepts they are able to utilise alternative and clearly intertextual discourses which 
are then open to the criticism and/or enjoyment of themselves and others. 
 
Narrative Elements in Computer Games 
As my quest metaphor suggests, there was much for me to discover and learn in this 
research.  One of these “discoveries” was that there was a need to theorise a way of 
unpacking the richness of narrative that is offered in many computer games.  There 
is a considerable body of theory and writings from literary theorists such as Bal 
(1997) that suggest methods for analysing traditional texts.  There is also 
considerable work available from media theorists to examine the narrative aspects 
of film (for example, Buckingham et al., 1995; Pennings, 2002).  However, 
narrative computer games entail a different kind of narrative experience from print 
and film texts, and while Aarseth (1997) offers a way of analysing narrative 
computer games, his schema does not examine the pleasures associated with these  
forms of text, although Murray (1997) and Kucklich (2001) do.  Thus, my journey 
led me to theorising a new analytical tool that provides a systematic method of 
unpacking both the narrative elements of computer games, and the cognitive and 
aesthetic dimensions that accompany these narrative elements. 
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While I am not suggesting that this analytical tool should be a part of a future 
curriculum design, I am suggesting that it enables a professional dialogue between 
teachers of subject English and the wider educational community.  If teachers have 
a mechanism to analyse narrative computer games then they are more likely to be  
comfortable with discussing the merits of this form of popular cultural text with 
parents and students.  Therefore, my journey has led to the development of this  
narratological analytical tool that will inform the preparation of curriculum 
resources for teachers. 
 
Encouraging Teachers’ Stories 
The next area of significance emerging from my study is the notion of examples of 
practice.  If teachers are going to engage with a curriculum that is current – one 
which values the texts of contemporary popular culture such as narrative computer 
games - and that is linked to the new Queensland senior English syllabus, then they 
are seeking examples of practice that can be easily utilised in the classroom.  My 
study incorporated the metalanguage of the new syllabus and examined aspects of 
ideologies and reader positioning that were on offer in a particular form of 
contemporary popular cultural texts – narrative computer games.  Thus, while my 
study is one such example, and other examples of interaction with narrative 
computer games are starting to emerge, teachers are seeking those which are linked 
specifically to the new syllabus and facilitate a filtering down of the theory.  The 
teachers who were respondents in my study highlighted the need for professional 
development that examined ways of engaging with this new form of literary and 
multi-sensory text and its associated “reading practices”.  Therefore, my study is 
timely and can serve as a comment on the “value” of the learning experiences that 
narrative computer games offer.  It is an example of practice that filters down the 
theory of the new senior English syllabus.  It is also an example of practice that 
goes across a number of key learning areas including media studies, through the use  
of new technologies and multimodal text.  The study therefore advocates the 
incorporation of electronic texts into English curricula.  
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Given the enthusiastic reception teachers in the study displayed, I am suggesting 
that teachers are willing to engage in curriculum practice that is student-friendly 
when successful practice examples are made available that they believe they can 
implement.  Furthermore, I would suggest that teachers will be more responsive to 
professional development that will engender a feeling of “comfort” with an 
otherwise “foreign” text.  This latter point is made while cognisant of the median 
age (45 years) of English teachers in Australia and, as my personal journey has 
confided, myself as a member of this group included (see Smith & Curtin, 1997).   
 
Emerging Player Characteristics 
Another theme emerging from my study that I wish to highlight is one which I 
alluded to in Chapter 5.  Girls seemed as willing to engage with narrative computer 
games as boys did.  Therefore, it seems timely to flag the necessity for future 
studies to address the needs of a fluent kind of player rather than a gendered player 
(somebody who can range across different types of computer games and interact 
appropriately).  Thus, I am suggesting that contemporary players are best described 
by “player type” rather than by gender, as my study showed that girls were 
becoming avid players of narrative computer games and criticisms of the 
compulsive playing habits of boys could equally apply to girls.  To qualify this 
statement, I am suggesting that often those who observe players in the act of 
“playing” may interpret this act as one of passivity (such players may instead be  
immersed).  However, such apparent passivity may mask a complexity of play that 
is occurring – a play that is active and involved, not passive.  While there are many 
aspects of interpreting narrative that narrative computer games share with  
traditional print texts, narrative computer games enable a particular kind of 
interactivity.  This interactivity involves players in “reading” the narrative while 
navigating through the rules of the game and anticipating the outcomes of their 
actions.  Thus, computer games have moved beyond the pinball games to more 
sophisticated games with which many contemporary students are playing.  These 
games are rich in a narrative that holds the player’s interest and through the  
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immersive qualities, interactivity and agency of the story and the medium (the 
game), the player is motivated to keep playing.  Therefore, the fluent kind of player 
may be attracted by the narrative, the winning/achieving of the goal in the game, or 
by a combination of both, but is non-gender specific.  
 
My Personal Journey 
Thus far I have discussed the elements of my study that I think are worthy of note 
in examining the journey I have undertaken.  As a quest implies change, this final 
section enables me, as researcher, to examine how I have changed in undertaking 
this research journey.  What did I find that was unexpected and that caused a smile?  
In answering this, I must necessarily personalise the response.  My initial journey 
had led me to expect that boys would engage readily with the idea of exploring  
computer narratives in the classroom.  However, my systematic method of 
researching and implementing my curriculum unit had not alerted me to the fact 
that girls’ knowledge of narrative computer games was “equal” to many of the boys  
who participated in the research.  Therefore, I enjoyed the experience of realising 
the complexity of reading practices that are involved in narrative computer games.  
Of equal importance is the observation that the teachers who were engaged in this  
study were predominantly female and in their mid-forties.  They too, have 
acknowledged the need to question preconceived ideas about computer games.  
Therefore, while English teachers may be categorised according to age and gender, 
what is important is their willingness to engage in a professional dialogue.  This 
was certainly the case in my research site, where discussion of student-negotiated 
curriculum is now a central focus of the Year 10 programme.   
 
As a teacher/researcher, I have grown in my own knowledge and understanding of 
the theoretical underpinnings of the new senior English syllabus.  I am also far 
more comfortable negotiating with students about the inclusion of contemporary 
popular cultural texts in my classroom.  I have become an advocate of a curriculum 
that values the pleasures that students find in different kinds of narrative 
engagement.  This advocacy encourages students to seek deeper understandings of  
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the texts they are engaging with, through acknowledging their enjoyment of these 
texts.  Thus, being able to relinquish my need to be the literary “expert” in the 
classroom has been the emancipating action of this quest. 
 
I have also become an advocate for the hybridised forms of communication and 
pedagogy suggested by Luke and Luke (2001).  This advocacy recognises that as 
the definition of literacy is broadened to meet the needs of a technologised society, 
notions of communication and pedagogy must also be broadened.  The students  
who were involved in my study knew far more about technologised literacies than 
the teachers.  Hybridised forms of communication and pedagogy can capitalise on 
this.  Students become teachers of teachers and of other students, and as a result,  
these teachers and students become more knowledgeable about these literacies.  
This was certainly observed in my research journey and I am now more capable of 
fulfilling the third aspect of this hybridised communication, sharing this knowledge 
with other teachers.  I am also far more accepting of the knowledge that literacy in 
today’s world involves more than the traditional understanding of reading and 
writing in print forms. 
 
All journeys come to an end, but incidents along the way may be mulled over in 
order to see them in different lights.  This is also true of my journey.  Andrew and 
Sam awakened me to some of the kinds of pleasures they found in narrative 
computer games, as did my personal playing of the games.  My observations of the 
students in my study added to this interest and I described these pleasures in terms 
of engagement, rapture, immersion and serial immersion.  While these descriptions 
of pleasures may also apply to print or filmic texts, I believe that we see and 
understand them differently in computer games.  For example, when we see the 
engagement of a young child in reading a book, we applaud this act and the child 
knows that this form of engagement is legitimated.  There is a different translation 
of the term engagement, when we observe a child “reading” a narrative computer 
game, as reading is replaced with “playing” – often judged to be a far less valuable  
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activity for “serious” forms of literacy.  Therefore, I am arguing for a legitimising 
of the kinds of pleasures and literacies associated with narrative computer games  
that have not always received “good press” in both public and private domains of 
the school, the media, and the home.   
 
My journey therefore culminates in the knowledge that we can graft the kinds of 
pleasures associated with narrative computer games with the learning experiences 
described in my study.  This grafting allows for different combinations of work and 
play so that one is not seen as more valuable than the other.  Therefore, the question 
alluded to in my thesis title, Doing Serious Work or Just Playing?, is not really a 
question, but a false dichotomy.  Consequently, it is a plea to open up forms of 
communication within schools and between school and home about valuing 
different forms of text in the classroom and valuing different forms of “work”.   
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Appendix A: Curriculum Unit 
 
 
Computer Games and Narrative – An exploration of the possible 
 
Unit Length:  6 weeks (30 lessons) 
 
Level:   Year 10 English 
 
Objectives: 
 
Knowledge Objectives 
 
Students should develop explicit knowledge about the ways: 
 
• language in computer narratives shapes and is shaped by discourses in cultural 
contexts and social situations 
 
• readers/players of computer narratives adopt particular reading positions 
 
• cultural assumptions, values, beliefs and attitudes underpin computer narratives 
 
• the relationships and identities of individuals, groups, times and places are 
represented in computer narratives. 
 
Cognitive Objectives 
 
Students should develop and use cognitive processes by: 
 
• conceptualising how discourse, genre, register and textual features work  
together 
 
• making decisions about the effectiveness of particular language choices among 
these relationships to clarify and negotiate meaning making 
 
• evaluating and modifying language choices  
 
• trialling alternative options to generate different meanings. 
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Skill Objectives 
 
Students should be able to: 
 
• demonstrate that meanings in text are shaped by purpose, genre and register 
choices 
 
• use textual features according to genre, register and discourses 
 
• use and control texts in their contexts, taking account of purpose, genre and 
register. 
 
Affective Objectives 
 
Students should be able to develop positive attitudes in relation to the experience 
of using computer narratives in the classroom in terms of: 
 
• enjoying:  experiencing and expressing emotional reactions 
 
• playing:  experimenting, exploring possibilities and creating desired effects 
 
• engaging:  participating effectively in activities 
 
• relating:  respecting the identity of different cultural groups 
 
• appreciating:  valuing the world/s in which they live in order to understand 
better the worlds of others 
 
• empathising and sympathising:  understanding the experiences of others. 
 
 
Orientating Phase 
 
Activity 1:  Defining Narrative 
 
Students undertake a brainstorming activity to develop definitions of what constitutes 
narrative.  (Group work, with butchers paper) 
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Key points to elicit -  •   narratives generally linear 
   •   structure leads to suspense/twist 
   •   leads to resolution or closure 
   •   sense of “pleasure” in narrative 
   •   a “problem”/quest with helpers and obstacles 
 
 
References: Propp re: folk tales (see References) 
  Misson (1994) 
 
Guided discussion to explore range of narratives in popular culture. 
 
•   books, comics, short stories, film, music video clips, advertising (Nescafe), folk 
tales 
 
Guided reading of Will and Story to introduce theories underpinning unit.  (Shortened 
version from Exploring Narrative: A Guide to Teaching ‘The girl who married a fly’ 
and other stories’). 
 
Activity 2:   Examination of a music video clip.   
 
A music video clip will be used to develop idea of multimedia as a narrative. 
 
Key points to elicit •   decoding of narrative in clip 
   •   decoding of representations of people/groups in clip.  
Introduce 
    discussion of stereotypes. 
 
Guiding Question for discussion:  Why do we recognise these stereotypes? 
 
 
Activity 3:   Where do beliefs come from? 
  
To develop a discussion about where beliefs come from, students construct a definition 
of a football game. 
 
Key points to elicit: •   What’s winning? 
   •   cultural biases, different perspectives in definitions 
   •   need to understand what everyone else knows in order to 
     construct a definition that does not exclude anyone. 
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Hence, stereotypes can be exclusive of minority groups.  Representations can 
perpetuate stereotypes but this is not always necessarily bad – usefully functional.  
Lead in to ideas associated with critical literacy. 
 
•   Text positions readers through gaps and silences. 
•   Oppositional readings allow alternate positions to be developed. 
•   There is no neutral text.  
•   Texts seek to persuade/develop reader positions. 
 
 
Resources: 
 
Definitions and activities can be taken from: 
 
Literary Terms: A Practical Glossary 
 
Activity 4:   Introduction of computer games as a genre for study. 
 
Discussion of types of computer games. 
What types of games have students played? 
Writing task (to be collected).  How do you feel about computer games? 
Do computer games have a narrative and if so, which games fit this category? 
 Compile a User’s Guide to a Computer Game  (ie Equivalent to a book review - 
describe the story and characters in a computer game you have played or know 
of). 
 
Enhancing Phase: 
 
In the enhancing phase, students will work in groups exploring a computer game.  
They will be able to choose this game from a brief synopsis of the games available.  At 
the end of each play session, students are to write a group reflective journal.  This 
journal will address the following ideas: 
 
•   Describe the narrative that is unfolding in your game. 
•   Describe the characters in detail. 
•   How do you feel about this game?  Why? 
•   What are you enjoying in this narrative? 
•   What do you like/dislike about the characters? 
•   What else are you enjoying about this genre? 
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At the start of each session, students will give their group report.  Teacher guided 
discussions will centre around the following focal points: 
 
 •   How are males and females depicted in the games?  Why is there a 
    difference?  
•   How are you positioned by the game?  Why? 
•   Who are we identifying with? 
•   Whose story are we following? 
 
 
 
Synthesising Phase: 
 
Assessment: 
 
Students will develop a storyboard for their own computer game.  They will include a 
written explanation of their storyboard, which comments on how their game seeks to 
position its players.  They will also reflect upon what aspects of their game would 
make it interesting and enjoyable for other players.  
 
An example of the task sheet is provided. 
 
 
References: 
 
Computer Game Titles 
 
Baldur’s Gate 
Baldur’s Gate II 
Icewind Dale 
Monkey Island Series 
Might and Magic Series 
Indiana Jones Series 
Tomb Raider Series 
Drakon Order of the Flame 
Final Fantasy Series 
Thief 2 
Outcast 
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Reference Texts 
 
Kent, V. (2000).  EXPLORING NARRATIVE: A Guide to Teaching ‘The girl who 
married a fly and other stories’.  Australian Association for the Teaching of English 
Inc. 
 
Moon, B. (1992).  Literary Terms: A Practical Glossary.  Chalkface Press P/L 
 
Rosen, H. (1985) Stories and Meanings. Sheffield, England: National Association for 
the Teaching of English. 
 
Selden, R., Widdowson, P and Brooker, P. (1997) A Readers Guide to Contemporary 
Literary Theory 4th edition.  London: Prentice Hall/Harvester Wheatsheaf.  (This text 
presents a discussion on Propp on folk tales) 
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ASSESSMENT TASK 
 
 
Year 10 English    Unit: Computer Games and Narrative 
 
 
Context: 
 
Throughout this unit you have studied narratives, in particular computer narratives, 
reader positioning and the way culture shapes our understanding of text.  Now it is 
your turn to put this theory into practice. 
 
Task: 
 
You are a budding software designer.  You have developed an idea for a new computer 
game which you are keen to “sell” to a computer company for production. 
 
Prepare a design brief that would enable the company to fully understand the narrative 
component of your game and the target audience it is aimed at. 
 
Your design must include the following: 
 
 •   a storyboard for the computer game (at least 7-10 frames) 
 
 •   a written explanation for each frame (ie your narrative) 
 
 •   a reflective analysis on reader positions encouraged by the game (100  
     words) 
 
•   a reflective analysis that explains what aspects of the game would make it   
     interesting and enjoyable for other players (100 words) 
 
 
Conditions: 
 
 •   class time 
 
 •   access to teacher for assistance 
 
 
Due Date:  
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Appendix B: Information Sheet and Permission Form 
 
 
 
 
Doctor of Education Research 
 
Title of Project:  “Doing Serious Work or Just Playing?”: Computer 
Games in Subject English 
 
Researcher:  Donna McGrath  
[School Name/Address] 
 
[School Telephone Number] 
 
Description:   
 
This project is being conducted as part of my Doctor of Education studies at 
Queensland University of Technology.  The purpose of my research is to explore 
the nature of narrative in computer games and to investigate how this exploration is 
viewed by students, parents and school administration.  More specifically, I am 
interested in investigating how computer narratives can be incorporated into the 
junior English curriculum in a meaningful way while allowing for the pleasures that 
students experience when playing computer games.  
 
Students involved in this research will undertake a six-week curriculum unit.  The 
first part of this unit examines the nature of narrative and explores the various types 
of narrative found in popular culture.  Students then develop an understanding of 
some of the ideas associated with critical literacy and cultural studies and explore 
the ways that text constructs representations of people.  This latter focus is a 
particularly useful introduction to the concepts that students will develop in Senior 
English.  Students will then “play” a number of computer games in small groups, 
becoming familiar with the narrative unfolding in the game.  These groups will be 
required to keep reflective journals, provide oral reports and participate in teacher 
guided discussions.  The curriculum unit also has a written assessment task that will 
form part of the research data.        
 
There will be a variety of computer games used in this curriculum unit.  These 
games have been chosen for their strong narrative component and fall within the 
genre of adventure.  Students can choose to follow a game with an ancient, 
medieval, World War Two, pirate, futuristic or fantasy theme.  Purely violent 
games will not be used.   
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My research design has been carefully planned to protect the anonymity of 
participants.  While it is planned to have [teacher’s name] entire class participate in 
this unit, there is an alternative programme for students who either do not choose to 
participate or whose parent/guardian precludes participation.     
 
Students and parents are invited to attend an Information Evening at [name of 
school] to be held on 16 July at 6.00 pm.  This Information Evening will allow me 
to discuss in detail the intent of my research.  I would welcome discussion from 
parents, as this is an important facet of my research. 
  
The expected outcomes of my research include publication of the curriculum unit in 
various English teaching journals and the presentation and publication of my 
Doctoral Thesis.  I have already presented my research to date to the recent 
combined English Teachers Association of Queensland and Association of 
Teachers of Media Conference where it was met with enthusiasm and support. 
 
Benefits: 
 
The direct benefits that can be attained through participation in this research have 
already been alluded to.  This curriculum unit has been designed to introduce the 
language and focus of the Trial-Pilot Senior Syllabus that our College has already 
incorporated into the Senior Curriculum.  Other schools, who are further advanced 
in this trial than [name of school], have begun to introduce these concepts earlier 
than Year 11 with pleasing results.  Students who participate in this research may 
therefore find the new syllabus less daunting. 
 
Risks/Confidentiality: 
 
The curriculum unit provides for discussion of the content in the computer games 
and actual game playing will be supervised.  Participant names will not be used, nor 
will the name of the College.  While I will be interviewing or videotaping a number 
of participants, only my supervisor, College staff and myself will have access to 
this data.  Participants will also be given an opportunity to sight the transcripts from 
this data. 
 
Voluntary Participation: 
 
Participation in this project is voluntary.  An alternative programme is available for 
students who choose not to participate.  I would welcome discussion with non-
participants and parents/guardians as this may also inform my research. 
 
Questions/Further Information: 
 
Participants and parents/guardians who cannot attend the Information Session are 
invited to contact me on the number provided in order to have their questions 
answered. 
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Concerns/Complaints: 
 
Participants are advised that if they have any concerns or complaints about the 
ethical conduct of the project they should contact the Secretary of the Human 
Research Ethics Committee on 3864 2902. 
 
Feedback: 
 
Participants and parents/guardians are welcome to discuss the outcomes of this 
research during the analysis stage.  Copies of articles for publication will also be 
available on request. 
 
 
Examples of Topics/Issues Covered by Unstructured Interviews 
 
Stakeholders (Administration/HOD/Parents) 
 
What changes are impacting on the nature of teaching, particularly the teaching of 
subject English? 
 
What is your perception of computer games in general, and as an educational tool? 
 
What are your perceptions of the gender issues associated with computer games? 
 
What are the issues that you would like to raise about the introduction of computer 
games into subject English? 
 
What is your understanding of the term pleasure as it relates to text? 
 
What are your perceptions of the importance of pleasure to the study of subject 
English? 
 
Students 
 
Do you own any computer games and if so which ones?   
 
How do you feel about computer games?  Why? 
 
What types of computer games do you like? 
 
Why do you like these types? 
 
How do you feel about computer games being used in subject English?   
 
Who do you think plays computer games the most – boys or girls?  Why? 
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Doctor of Education Research 
 
Title of Project:  “Doing Serious Work or Just Playing?”: Computer 
Games in Subject English 
 
Researcher:  Donna McGrath  
[School Name/Address] 
 
[School Telephone Number] 
 
Statement of Consent (Guardian must countersign) 
 
By signing below, you are indicating that you: 
 
• have read and understood the information sheet about this project; 
• have had any questions answered to your satisfaction; 
• understand that if you have any additional questions you can contact the 
researcher; 
• understand that you are free to withdraw at any time, without comment or 
penalty; 
• understand that you can contact the researcher if you have any questions 
about the project, or the Secretary of the University Human Research Ethics 
Committee on 3964 2902 if you have concerns about the ethical conduct of 
the project; and 
• agree to participate in the project. 
 
 
Name            
 
Signature           
 
Date       /        /      
 
Guardian’s Name          
 
Signature           
 
Date       /        /       
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Appendix C:  Taxonomies Arising from Analysis 
 
 
Taxonomic Analysis of Stakeholders’ Responses to Computer Games 
 
Guiding Categories 
 
   Changes in English 
 
 
Responses  Computer Games as Text 
 
 
   Suggested Study 
 
 
Taxonomy 1: Responses to Changes in English 
 
A. Expectations 
1. Workforce 
a. literacy levels 
b. technological skills 
2.  Parents 
a. literacy levels 
b. new technologies 
3. Syllabus 
a. language vs literature 
b. teacher proficiency 
4. Youth 
a. new technologies 
b. responsibility for own learning     
 
B. Negative aspects 
1. Fewer Books 
a. literacy levels 
b. less reading 
2. More visual texts 
a. literacy levels 
3. Less structure 
4. Less functional English 
a. literacy levels 
 
Guiding principles: Literacy concerns and new technologies. 
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Taxonomy 2: Responses to Computer Games as Text 
 
A. Inclusion 
1. Student-friendly 
a. boy-friendly medium 
b. visual narrative 
c. increasing girls’ interest 
d. novelty 
e. problem-solving skills 
f. action 
g. humour 
h. relaxation 
i. enthusiasm 
j. communication 
k. cooperation 
2. New technology 
a. cutting edge 
b. novelty 
c. visual text 
d. challenging 
3. Curriculum requirements 
a. syllabus 
b. visual narrative 
c. aid to learning 
d. communication 
B. Non-inclusion 
1. Gendered aspects 
a. male heroes 
b. unnatural female forms 
c. marketed towards boys 
d. solo activity 
e. male viewpoint 
f. helplessness of females 
g. boys and violence 
h. competitiveness 
2. Subject matter 
a. violence 
b. cultural messages 
c. might is right 
d. Americanisms 
3. Text 
a. non-literary aspects 
b. competitiveness 
c. time-wasting 
d. stilted communication 
e. boredom 
f. teacher knowledge 
 
Guiding principles: gender implications, novelty aspect, implications for communication, social aspects and visual 
aspects. 
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Taxonomy 3: Responses to Suggested Study 
 
A. Educative value 
1. Curriculum design 
a. linked to school curriculum 
b. measurable outcomes 
c. literate game designers 
d. work v entertainment 
2. Infrastructure 
a. equity of student access 
b. teacher expertise 
B. Quality of Games 
1. Content 
a. educational 
b. positive messages 
2. Remaining tensions 
a. violence 
b. lack of narrative 
c. illiterate game designers 
d. dangerous pleasures 
 
 
Guiding principles: educational purposes, literacy levels of game designers and dangerous pleasures. 
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Taxonomic Analysis of Pedagogical Work of Curriculum Unit 
 
Guiding Categories 
 
        Teacher perspective 
 
    Pedagogical work 
 
Curriculum Unit       Student perspective 
 
    Social practice 
 
Taxonomy 4: Aspects of learning observed by teachers 
 
A. Knowledge 
1. New technology 
a. familiarisation with computer games 
b. innovative practice 
c. accessible  
d. integrates other forms (Internet) 
e. reduced anxiety 
f. inclusivity for different learning styles 
2. New text 
a. a different kind of reading 
b. student-friendly 
c. different use of language 
d. increased interest 
e. different narrative 
f. practicality 
g. critical literacy theory 
h. multi-modal 
B. Skills 
1. In classroom 
a. new literacy skills 
b. linking learning with other narrative forms 
c. peer tutoring 
d. logical decision making 
e. recognition of stereotypes 
f. mapping of narrative 
g. analysis of narrative 
h. application of critical literacy theory 
2. Assignment 
a. imaginative characters 
b. creative layouts 
c. analytical analysis of reader positioning 
d. multi-modal text 
e. experimentation with narrative 
f. different paths = different stories 
g. engaging plot 
h. author’s point of view 
i. cultural issues 
j. creation of stereotypes 
3. Teacher 
a. learning from students 
b. comfort with medium 
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C. Attitude 
1. Towards English 
a. a change from traditional approach 
b. more palatable 
c. sense of achieving 
d. motivation for other aspects of subject 
e. motivation for school 
f. purpose to learning 
g. doing well in English 
h. focus for 75 minutes 
i. talk about subject in playground 
j. “roping boys back in” 
2. Towards curriculum unit 
a. didn’t appear to be work 
b. most enjoyable topic ever 
c. being involved 
d. accessing computers during breaks 
e. class enthusiasm 
f. sense of excitement 
g. punctuality to class 
3. Towards assignment 
a. intrinsic motivation 
b. expressed pleasure 
c. “extra time” spent in preparation 
 
Guiding principles: innovative practice; expressed pleasure in learning; taking up of new analytical skills and 
reduction in teacher anxiety. 
 
Taxonomy 5: Teacher reflection 
 
A. Students 
1. Classroom behaviour 
a. enthusiastic 
b. animated 
c. punctual 
d. socialising 
e. communicative 
f. sharing 
2. Attitudes 
a. motivated teachers 
b. curious 
c. team players 
d. hard-working 
B. Teachers 
1. Attitude 
a. professional dialogue 
b. collegiality 
c. increasing comfort 
2. Conditions 
a. screened computer games 
b. acknowledged initial anxiety with technology 
c. flexible structure 
 
Guiding principles: student enthusiasm; teacher enthusiasm and anxiety levels. 
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Taxonomy 6: Aspects of learning expressed by students 
 
A.  Knowledge 
1. Computer games 
a. student-friendly 
b. students as teachers 
c. visual and oral text 
2. New literacy skills 
a. character stereotypes 
b. critical literacy theory 
c. non-linear narrative 
B. Skills 
1. Computer games 
a. mapping narratives 
b. problem solving 
c. observing others playing 
d. new form of reading 
2. Technology 
a. problem solving when technology doesn’t work 
b. accessing “cheats” on the Internet 
c. saving games 
C. Attitudes 
1. Computer games 
a. enthusiastic 
b. intrinsic motivation 
c. being involved in narrative 
2. To curriculum unit 
a. responsible for own learning 
b. sad to be finished 
c. curriculum negotiation 
 
Guiding principles: curriculum negotiation, new analytical skills and problem-solving.
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Taxonomy 7:  Social Practice of Curriculum Unit 
 
A. Individual 
1. Classroom practice 
a. relaxation 
b. excitement 
c. intrinsic motivation 
d. willingness to take turns 
e. boys willing to play in isolation 
2. Assignment preparation 
a. questioning 
b. sharing knowledge 
B. Group 
1. Classroom practice 
a. contagious joking 
b. sharing “cheats” 
c. interaction within groups 
d. turn taking 
e. peer tutoring 
f. cross-fertilisation of ideas 
g. success for all 
h. recording of group narrative 
i. no hostility 
j. light-hearted competition between groups 
k. “buzz” of conversation 
l. mixed gender groupings 
m. vocal girls 
n. competition among girls 
 
Guiding principles: teamwork; excitement levels and gender issues. 
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Taxonomic Analysis of Students’ Understandings of Pleasure 
 
Guiding Categories 
 
     Before Curriculum Unit 
 
Definitions of Pleasure   During Curriculum Unit 
 
     After Curriculum Unit 
 
Taxonomy 8: Students’ Understandings of Narrative Pleasure Prior to Curriculum Unit 
 
A. Narrative Qualities 
1. purpose 
a. achieving next level 
b. not over-analysing 
2. storyline 
a. interesting 
b. adventure 
c. quest 
d. solid content 
3. characters 
a. “good” 
b. “evil” 
B. Emotive Qualities 
1. Engagement 
a. immersion 
b. escapism 
c. relaxing 
d. enjoyment 
C. Structural Qualities 
1. Communicating 
a. verbal 
b. aural 
c. reading 
2. Technological 
a. multi-modal 
b. graphics 
c. 3D 
d. sound effects 
 
Guiding principles: storyline, characters, immersion, relaxation, enjoyment and multimodal nature of computer 
games.
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Taxonomy 9: Students’ Understandings of Narrative Pleasures During Curriculum Unit 
A. Play 
1. Positive Feelings 
a. enjoyment 
b. relaxation 
c. challenge 
d. winning 
e. problem-solving 
f. logical thinking 
2. Negative Feelings 
a. analysing 
b. lack of relevance 
c. “schoolising” 
d. leaving game 
e. interruptions 
3. Guilty Pleasures 
a. not working 
b. killing 
c. violence 
d. liking unnatural forms 
4. Immersion 
a. talking to characters 
b. answering vaguely 
c. being character 
d. being in game 
e. believing the story 
f. focused 
g. “transported” 
h. “hooked” 
5. Serial Immersion 
a. problem solving hours later 
b. creating own versions of story 
c. “hallucinating” 
d. dreaming 
B. Analytical Elements 
1. Mental Stimulus 
a. analysing 
b. solving problems 
c. logical thinking 
d. change in focus of story 
2. Immersive Qualities 
a. complex narrative 
b. realistic characters 
c. different pathways 
C. Productive Elements 
1. Story Aspects 
a. huge world to play in 
b. adventure 
c. “good guy” winning 
d. strong storyline 
e. action 
2. Technical Aspects 
a. animation 
b. colourful graphics 
c. 3D 
d. awesome sound 
e. multiple pathways 
3. Feelings 
a. astonishing enthusiasm 
b. simple enjoyment 
c. thinking beyond the box 
d. “getting into” story 
Guiding principles: story, technical aspects, enjoyment, analysis, guilty feelings and immersion. 
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Taxonomy 10: Students’ Understandings of Narrative Pleasures After Curriculum Unit 
 
A. Positive Aspects 
1. Increasing Pleasure 
a. more understanding of narratives 
b. no alteration to outlook 
c. return to play 
2. Different Pleasures 
a. recognising power in stories 
b. seeing the detail in games 
c. “stepping back” 
d. seeing stereotypes 
B. Changed Aspects 
1. Play 
a. trying different genres 
b. enjoying analysis 
2. Understanding 
a. cynical 
b. some absence of relaxation 
 
Guiding principles: “schoolising” and relaxation. 
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Taxonomic Analysis of Principles for Curriculum Design Which Allow for Student Pleasures 
 
Guiding Categories 
 
    Teachers’ Reflections 
 
Study Outcomes 
 
    Students’ Reflections 
 
Taxonomy 11:  Teachers’ Reflections 
 
A. Content 
1. Socio-cultural theories 
a. metalanguage 
b. stereotypes 
c. prejudices 
d. cultural positioning 
2. Media 
a. manipulation 
b. reader response theory 
B. Strategies 
1. Linking to Senior Curriculum 
a. metalanguage 
b. cultural understanding 
2. Classroom practice 
a. student as teacher 
b. practical assessment 
3. Curriculum negotiation 
a. different learning styles 
b. language oriented 
c. new ways of engaging 
 
Guiding principles: New theory, new ways of engaging and the media. 
 
 
Taxonomy 12:  Students’ Reflections 
 
A. Curriculum Unit 
1. Theory 
a. stereotypes 
b. metalanguage 
c. cultural understandings 
d. dominant versus alternative discourses 
e. symbolism 
2. Computer Games 
a. narrative content 
b. cynicism 
c. shallowness 
d. writer’s perspective 
 
B. Pleasures 
1. Support for curriculum design 
a. pleasure in playing remains 
b. increased interest in English 
2. Learning strategies 
a. practicality 
b. analytical tool 
c. different perspectives 
d. transference of skills 
e. using theory in assessment tool 
 
Guiding principles: pleasure, new theory and practicality. 
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Appendix D:  Domains Arising from Analysis 
 
 
 
Domain Analysis of Responses of English Teachers and Stakeholders to the Introduction of Computer 
Narratives Into the Classroom 
 
Focus Included Terms Semantic Relationship Cover Term 
The subject • Expectations of workforce & 
parents 
• New senior syllabus 
• Language rather than literature 
• Literacy problems 
• Student responsibility in terms of 
learning 
• Expectations of youth 
• Behavioural problems 
• New technologies 
• New literacy skills 
Is a reason for Changes in subject 
English 
 
Focus Included Terms Semantic Relationship Cover Term 
The subject • Fewer books 
• Visual media 
• Less emphasis on structure 
• Less emphasis on functional 
English 
Is a reason for Negative changes in 
subject English 
 
Focus Included Terms Semantic Relationship Cover Term 
Computer Games • Designed by literate people 
• Aid to understanding of “good” 
literature 
• Built into curriculum 
• Measurable educational outcomes 
• Another way to interact with text 
• Incorporating theory 
Is a reason for Inclusion in subject 
English 
 
Focus Included Terms Semantic Relationship Cover Term 
Computer Games • Not educationally defensible 
• Not morally defensible 
• Children’s shorter attention span 
• Illiterate game designer 
• Boredom with medium 
• Legality of content 
• Lack of teacher’s knowledge 
• Time wasting 
• Stilted conversation 
• Lack of research 
• Gendered aspects of games and 
playing 
Is a reason for Not including computer 
games in subject English 
 
Focus Included Terms Semantic Relationship Cover Term 
Stakeholder’s 
anxieties 
• Killing 
• Violence 
• “Might is right” 
• Male heroes 
• Unnatural female forms 
• Americanisms 
• Interactivity of players 
• Time consuming 
• Marketed towards boys 
• Focus on winning 
• Wrong messages 
• Solo activity 
Is a reason for Concern about computer 
games 
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Focus Included Terms Semantic Relationship Cover Term 
Stakeholder Anxieties • Males are the heroes 
• Aggressive masculinity 
• “Barbie” mould of women 
• Exaggerated/unreal images 
  of people 
• Male viewpoint 
• Strong women + athletic/fit 
   women 
• Sexy women 
• Helplessness of women 
• Super model vs warrior  
  woman 
• “Western” stereotypes of  
   people 
• Gender divide 
• Lack of “girl-friendly” games 
• Competition 
• Violence 
• Frustration 
• Persistence 
• Unwitting support by parents 
   of stereotypes 
Is an aspect of Computer Games 
 
Focus Included Terms Semantic Relationship Cover Term 
Stakeholder Anxieties • Playing for entertainment  
  rather than education 
• Violent games 
• Including games in an 
   isolation rather than in an 
   educational context 
• “Cultural” baggage  
   associated with subject 
   English 
• Complacency with medium of 
   computer games 
• Intellectual privileging of new 
   senior syllabus 
• Linking to school curriculum 
• Level of teacher expertise 
• Infrastructure needed to  
   support computer games 
• “Dangerous” pleasure 
Is a reason for Remaining Tensions 
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Focus Included Terms Semantic Relationship Cover Term 
Stakeholder Anxieties • Redeeming features of  
   “some” games 
• Understanding that 19th and 
   20th Century literature is not  
   the only source of narrative 
   inspiration 
• Acceptance by busy parents 
   of the usefulness of  
   computer games 
• Themes of cooperation in  
   “some” computer games 
• Promotion of equity in “some” 
   computer games 
• Well-designed computer  
   games 
• Increasing background 
   knowledge through use of 
   computer games 
• Increasing enjoyment in  
   subject English 
• Providing another way of 
   interacting in subject English 
• Increasing problem solving  
   abilities 
• Gaining pleasure from 
   interaction with technology 
• Careful curriculum design 
• Acknowledgement of  
   concerns  
• Increased relaxation in 
   learning 
• Student-friendly medium 
• Potential source of  
   communication within 
   classroom 
• Boy-friendly medium 
Is a reason for Alleviating Anxieties 
 
Focus Included Terms Semantic Relationship Cover Term 
Computer Games • Novelty 
• Visual appeal 
• Student-friendly 
• Boy-friendly 
• Increasingly girl-friendly 
• Interaction 
• Problem-solving  
• Action 
• Humour 
• Relaxation 
• Strategy 
• Enthusiasm 
• Persistence 
• Transference of learned 
   skills to other narratives 
• Stepping outside of comfort 
   zone 
Is a reason for  Positive Acceptance of 
Computer Games in 
Subject English 
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Domain Analysis of Pedagogical Work of Curriculum Unit as Social Practice 
Focus Included Terms Semantic Relationship Cover Term 
Students and teachers • relaxing in class 
• class pleasure 
• contagious pleasure between 
groups 
• animated students 
• joking between students 
• interaction between students 
• a sense of excitement 
• class enthusiasm 
• enjoying school 
• being eager to learn 
• intrinsic motivation 
• motivation for other aspects of 
subject 
• genuine interest in English 
• commitment to subject 
• excitement for subject 
• talk about subject in playground 
• focus throughout 75 minute lesson 
• accessing room throughout breaks 
• punctuality to class 
• working better as a group 
• sharing 
• teamwork 
• students as teachers 
• seeking help from other students 
• oral text 
• visual text 
• logical decision making 
• socialising 
• observing others 
• cross-fertilisation of ideas 
• purpose to learning 
• being creative 
• creative assignment work 
• assignment pleasure 
• intrinsic motivation to complete 
assignment 
• student-friendly text 
• a different kind of reading 
• interactive decision making 
• innovative practice 
• roping boys back in 
• inclusivity 
• responsibility for own learning 
• success for all students 
• boys’ enthusiasm 
• students motivating teachers 
• girls enjoyment 
• collegiality between teachers 
• professional dialogue 
• making technology accessible 
• engaging students with technology 
• accessing Internet 
• professional development for 
teachers 
• teachers as “risk-takers” 
• students’ understanding of new text 
• new literacy skills 
• reduced computer anxiety 
• another way of engaging with 
language and knowing and 
understanding 
• increased knowledge of computer 
games 
Is a product of the curriculum unit 
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Focus Included Terms Semantic Relationship Cover Term 
Assignment • use of imagination 
• creative assignment 
• interesting theory 
• mental stimulation 
• creativity combined with analytical 
analysis 
• experimentation with narrative text 
• multi-modal text 
• personal touch to assignment 
• allowing for different styles of 
learning 
• interactive decision making 
• freedom of assignment 
is a reason for productive pleasure 
 
Focus Included Terms Semantic Relationship Cover Term 
Teachers’ thoughts • screening of games 
• initial lack of teacher confidence 
• knowledge that Film and 
Television was questioned when 
introduced 
• expectations of literacy 
• students “sad” to complete unit 
• students’ enthusiasm motivated 
teachers 
is a reason for reflection  
 
Focus Included Terms Semantic Relationship Cover Term 
Playing computer 
games 
• didn’t appear to be work 
• a change from writing 
• most enjoyable topic ever 
• practicality 
• being involved 
• doing well in English 
• students’ enjoyment of gaming 
• the subject is more palatable 
• students’ knowledge of computer 
games 
• emotion 
• being involved in the narrative 
• teachers’ increasing comfort with 
medium 
• linking learning 
• engaging with interesting text  
is a reason for pleasure  
 
Focus Included Terms Semantic Relationship Cover Term 
Playing computer 
games 
• less censorship 
• achieving 
• familiarity with technology 
• a purpose to learning 
• curriculum negotiation 
is a way to increase pleasure 
 
 
Focus Included Terms Semantic Relationship Cover Term 
Classroom learning • tapping in to pleasure 
• engaging with computer games 
is a way to increase learning 
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Domain Analysis of Students’ Understandings of Narrative Pleasures 
Focus Included Terms Semantic Relationship Cover Term 
Before 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
During (student 
writing) 
 
 
 
 
 
 
 
 
 
 
 
During 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
After 
 
• enthusiasm for computer games 
• engagement 
• being immersed in the story 
• interest in story 
• point of view to narrative 
• not over-analysing 
• escapism 
• reading for relaxation 
• a sense of achievement in breaking 
through to the next level 
• content 
• multi-modal 
• hearing/reading 
• communicating 
• a good storyline 
• good characters 
• adventure/quest 
• fun in games 
 
 
• huge world to play in 
• adventure 
• the good guy winning 
• strong story 
• animation 
• astonishing enthusiasm 
• got into story 
• action 
• simple enjoyment 
• colourful graphics 
• thinking beyond the box 
 
• talking to characters 
• enjoying the task 
• analysing games 
• relaxation 
• mental stimulus 
• change in focus of subject 
• challenge 
• subconscious enjoyment 
• playing games 
• solving problems 
• logical thinking 
• winning 
• “best class of the day” 
 
• interesting subject matter 
• change  
• looking at games differently 
• didn’t feel like work 
• contagious feeling 
• finding a point to the story 
• relaxation 
• humour 
 
is an aspect of pleasure 
 
Focus Included Terms Semantic Relationship Cover Term 
During/After • answering vaguely 
• imagining you’re the character 
• imagining I’m in the game 
• imagining I’m in the time period 
• believing what you see 
• believing you’re the hero 
• being focused 
is a form of immersion 
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Focus Included Terms Semantic Relationship Cover Term 
During/After • being “mad” at leaving the game 
• animation 
• talking to characters 
• being scared 
• being transported to a different 
world 
• “hooking” players 
is a result of immersion 
 
Focus Included Terms Semantic Relationship Cover Term 
During/After • problem solving after playing 
• thinking about what I need to do 
before bed 
• creating own versions of stories in 
my imagination 
• “hallucinating” and imagining I’m 
the character 
is a form of  serial immersion 
 
Focus Included Terms Semantic Relationship Cover Term 
During • realistic characters 
• complex narrative 
• different pathways/stories 
is a way to  increase immersion  
 
Focus Included Terms Semantic Relationship Cover Term 
During/After • analysing  
• lack of relevance to real life 
• analysing narratives for school 
• consciously analysing 
• constantly stopping to analyse 
is a way to decrease pleasure 
 
Focus Included Terms Semantic Relationship Cover Term 
Before/During/ 
After 
• not working 
• killing characters 
• killing evil characters 
• virtual killing 
• liking unnatural female forms 
• violence 
is a form of guilty pleasure 
 
Focus Included Terms Semantic Relationship Cover Term 
After • understanding narratives better 
• criticising the whole story 
• being cynical 
• recognising power in stories 
• seeing the trouble game designers 
go to 
• enjoying getting your head around 
analysing 
• ignoring the analysis and just 
playing 
• stepping back and looking at the 
stereotypes 
• some absence of relaxation in 
playing  
• trying different genres 
• no alteration to play at home 
is a result of  change  
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Domain Analysis Principles for a Curriculum Design Which Allows for Pleasures 
 
Focus Included Terms Semantic 
Relationship 
Cover Term 
Teacher/student • new theory 
• accepting different perspectives 
• knowledge of stereotypes 
• shared cultural understandings 
• understanding of narratives 
• stepping back and analysing 
• being critical 
• being cynical 
• knowledge of symbolism 
• dominant and alternative 
discourses 
• student game concepts 
practical learning 
• students as teacher 
 
is a result of  the study 
 
Focus Included Terms Semantic 
Relationship 
Cover Term 
Teacher • socio-cultural theories 
• appeal to technological learner 
• language base of subject English 
• response of reader 
• relation of text to reader’s culture 
• renegotiating curriculum 
• new ways of engaging 
• metalanguage of new syllabus 
• reader positioning 
• stereotypes 
• cultural positioning 
• manipulation by media 
• linking Year 10n to senior 
is a reason for Reflection 
 
Focus Included Terms Semantic 
Relationship 
Cover Term 
Student • cynicism 
• no change in recreational playing 
• more interesting than “normal” 
English 
• seeing shallowness of games 
• analysis is a tool 
• seeing narrative in games 
• transferring skills to other 
narratives 
• writer’s perspective 
• retaining playing pleasure 
• new knowledge 
• offering alternative discourses 
• using new knowledge in own 
writing 
is a part of reflection 
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